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Foreword

Chester E. Finn, jr.

Practically everyone, it seems, is obsessed with teacher quality. There has long been
evidence that U.S. schools don't have enough of the teachers they need and that
our quality control mechanisms aren’t working well enough. Indeed, the evidence
keeps mounting. As this book headed to the printer. for example, the Education
Trust released a sophisticated analysis of the state licensure tests that most prospec-
tive public-school teachers must pass to enter the profession. The verdict: pitifully
weak tests with embarassingly low cutoff scores.

Wiile there is near unanimity that raising the qualty of the teaching force is a top
priority and a necessary precondition for boosting student achievement, there is

less certainty about how to accomplish this. The conventional wisdom holds that
tghter regulation of entry is the only way to ensure that all children have qualified
teachers. But that wisdom has not served us well; the hoops and hurdles that we
make prospective teachers clear have failed to assure their subject matter knowledge,
classroom prowess, or success in raising pupil achievement. Why, then, suppose that
more hoops and hurdles will yield a different result? Does this not begin to resemble
a classic definition of madness?

This book suggests a different way of thinking about this perplexing but important
issue, a way of thinking that's grounded in common sense rather than piety and

that reiies on evidence rather than supposition or wishful thinking. The common
sense approach that we propose to boosting teacher quality invclves easing back

on regulations that control entry, devolving personnel decisions to individual schoois,
and then holding those schools accountable for producing results as gauged by their
pupils’ academic achievement. If this "tight-loose” strategy sounds familiar, that's
because it has become the dominant paradigm for reforming schools today. We
think it warrants consideration for teachers, toc.

Until now, policymakers seeking to raise the qualty of their teaching force had only
one place to turn for guidance: organizations of professional educators, the most
prominent of which are the National Commissicn on Teaching and America’s Future
and its vanous affiiates. Upon turning there, however. policymakers found pred:ctable
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Chester E. Finn, Jr.

advice: more regulation, greater uniformity, additional time in ed schools, stronger
reliance on peer review, etc. Not only is much of this advice self-serving; much of
it—as several reports in this volume reveal—is seriously flawed. Among the more
troubling flaws is the heavy emphasis that these nostrums place on a particular educa-
tion philosophy—commonly called progressivism or constructivism—that flies in the
face of the academic standards that many states are simultarieously setting for their
students and schools.

This book opens with the teacher quality “manifesto” that the Thomas B. Fordham
Foundation released in April on behalf of several dozen governors, state education
chiefs, prominent scholars and analysts, and veteran practitioners. The manifesto
reviews the two approaches to boosting teacher quality and urges the common
sense route: simplifying entry and hiring, welcoming diversity, allowing principals to
employ the teachers they need, and gauging quality chiefly by student achievement.

The remainder of the volume is divided into three parts. The first set of reports
brings statistical evidence and economic analysis to bear on the present regime of
teacher certification. The next set explores how today’s processes actually work on
the ground—from the courses that prospective teachers must take to the criteria
used by school districts in making hiring decisions. Finally, our authors analyze a
quartet of proposed reforms, twe of them beloved by the education profession and
two that embody the common sense approach. included here is (to our knowledge)
the first independent analysis ever undertaken of the over-praised National Board
for Professional Teaching Standards (NBPTS).

We supply no silver bullet for Amer:ca’s teacher quality problem, but the verdict is
clear about the prospects for policies based on the conventional wisdom: they are
destined to fail. To us, the alternative seems just as clear. Rather than further tighten-
ing of entry requirements. states are well advised to approach the problem by
opening up the profession 1o well-educated individuals with varied backgrounas,
providing new teachers with the support they need to succeed in the classroom,
freeing school leaders to hire and compensate the people they need, and holding
everybody accountable not for what their peers think of their performance but for
whether their students actually learn.

Many people contributed to the preparation of this volume, which we are pleased
to publish in conjunction with the Education Leaders Council, a small but plucky
organization of state education policymakers whose commitment to reform often
leads them to embrace promising alternatives to the conventional wisdom. Our
thanks to ELC chairman Eugene Hickok, who is also Pennsyivania’s crusading
Secretary of Education {and a political scientist of no smalt repute), for authoring
the preface that follows.

Dr. Mara Kanstoroom, this Foundation’s director of research, shouldered primary
responsibility for preparation of this volume: commussioning (or otherwise obtaining)
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Foreword

all the essays and studies in , tirelessly editing them for publication, and overseeing
the many projects that fed into this one. She was ably assisted throughout by visiting
research fellow Danielle Wilcox, who lent a hand with every aspect of the book
while authoring the pathbreaking study of the NBPTS.

The Thomas B. Fordham Foundation is not unique in focusing on teacher quahty,
and the work of several other organizations has contributed to the strength of this
book. Two of the reports included here, J.E. Stone's insightful analysis of NCATE
and his primer on value-added assessment, were commissioned by the Foundation
Endowment of Alexandria, Virginia and released as policy briefs this spring. We are
grateful to the Foundation Endowment for allowing us to include revised versions
of the policy briefs in this volume. A longer version of the overview of alternative
teacher certification by Michael Kwiatkowski was previously published by the Tomas
Rivera Policy Institute of Claremont, California, to which we are similarly indebted.

The Thomas B. Fordham Foundation is a private foundation that supports research,
publications, and action projects in elementary/secondary education reform at the
national level and in the Dayton area. Further information can be obtained from our
web site (www.edexcellence.net) or by writing us at 1627 K Street, NW, Suite 600,
Washington, DC 20006. (We can also be emailed through our web site.) This report
is available in full on the Foundation's web site, and hard copies can be obtained by
calling 1-888-TBF-7474 (single copies are free). The Foundation is neither connected
with nor sponsored by Fordham University.

Chester E. Finn, [r.. President
Thomas B. Fordham Foundation
Washington, DC

July 1999
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Preface

Eugene W. Hickok

Excellence in public schools depends on setting high standards for student learning
and even higher standards for their teachers. Teachers, after all, must enable students
to meet rigorous standards of academic achievement. The teacher’s task is a difficult
one, and only the best and the brightest are capable of fulfilling it. And it 1s the best
and the brightest that public schools must seek and find.

We need bold new ways to attain teacher excellence, for nothing eise matters as
much. Beautiful school buildings. state-of-the-art technology. and the newest text-
books help the process of learning, but without excellent teaching we are wasting
our taxpayers’ dollars. We are similarly wasting our money, and, tragically, compro-
mising our children’s future, when we continue to turn for a solution to the same
teacher-training organizations and institutions that have presided over the unaccept-
able mediocrity that characterizes too many of the teachers they have trained.

The bold vision of the manifesto is a call to a more logical course of action. Teacher
training has been characterized by process—seat time, repetitive educational meth-
ods courses, and heavy doses of educational theory. The shibboleths of educational
theory have been as changing as the winds—constructivism, new math, open class-
rooms—and in some cases like whole language, disastrous for children’s futures.
The manifesto calls for results. It works back from the goal of public schooling,
which s the academic training of students, and admits any type of teacher recruit-
ment that can be shown to lead to student learning. Based on results in Texas,
Colorado. and New Jersey, we have good reason to expect that alternative certifica-
tion programs will be powerful tools for recruiting the sort of academically qualified
teachers whom research shows 1o have a direct effect in enhancing student perfor-
mance. Pennsyivaria has recently adopted a strong alternative certification program,
and, at the same time, it has made the requirements for tradittonal teacher training
programs rigorous. We embrace both methods: what we must demand cf both is
results.

The Educatien Leaders Council was formed by states that no longer accept the
conventcnal wisdom, that no lorger have the patience to wait for solutions from
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Eugene W. Hickok

teachers’ unions and professional teachers’ organizations while another generation

of schoolchildren fails to reach the levels of achievement that are their birthright.
While we are pleased to see that NCATE, the bellwether of teacher training, now
intends to accredit institutions based on performance measures, not process, we do
not feel that its record yet qualifies it to be an agent of educational reform. Nor do
we believe that the National Board for Professional Teaching Standards, for all of the
massive infusion of federal and private funding it has received, has a solution for the
underpreparedness in academic skills that we all-too-often encounter among licensed
public-school teachers.

It is a very happy a~d auspicious collaboration of the Thomas B. Fordham Foundation
and the Education Leaders Council that presents this important manifesto and volume
of essays.

As in the children'’s story of the Emperor's New Clothes, we need to ask ourselves
if we have fooled ourselves in thinking that we see results of traditional teacher
preparation programs that justify the monopoly that many states give to them for
the preparation of licensed teachers. And if we find, as is likely, that alternative paths
are equally effective, or more effective, in giving us the teachers we need, then let
us not fear success. Let us remember that public schools exist not for their super-
intendents, principals, teachers, and staff, but for students and student learning.

This manifesto, signed by two governors, and five state secretaries of education,
makes me very, very optimistic that real reform of our schools is at hand.
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Chapter Summaries

THE TEACHER QUALITY DEBATE

The Teachers We Need and How to Get More of
Them: A Manifesto

Everyone agrees that America needs better teachers in the classroom, yet there is
Iittle agreement about how to recruit them. The conventional wisdom holds that the
key to attracting better teachers is to regulate entry into the classroom ever more
tightly: what teachers need is more time in increasingly similar education scheois,
more graduate training, more pedagogy courses, and less alternative certification. Yet
there's no persuasive evidence that the regulatory approach has succeeded in raising
teacher quaiity in the past or that it will do so in the future. What it omits 1s the com-
monsensical: the possibility that for teachers, as for the schools in which they teach.
the surest route to quality 15 to widen the entryway, deregulate the processes, and
hold people accountable for their resuits—results judged primarily in terms of cass-
room effectiveness as gauged by the value a teacher adds to pupils’ educational
experience. “The Teachers We Need and How to Get More of Them describes
how the "romance of regulation” has failed and outlines a more promising—and
commonsensical—alternative.

Measuring the Teacher Quality Probiem
Tyce Palmaffy

This overview of recent data on the quality of our nation’s teaching force contains
much bad. if often familiar, news. Ne measure of teacher quality 15 perfect, but most
of the measures that do exist are discouraging. Teachers have weak verbal and quan-
tiatve skills as measured by various tests. Not nearly enough of them have a college
ma)or or minor it the subject that they teach. And only one in five teachers reports
feel:ng prepared to teach in teday's classrooms. These findings. combined with U.S.
siudents’ poor performance on natonal and international tests. bring home the
urgency of the teacher quality probiem.

The Thomas B. Fordham Foundation * x1
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Teacher Training and Licensure: A Layman’s Guide
Dale Ballou and Michael Podgursky

Concern over the quality of U.S. teachers has renewed interest in the ways they
are prepared and licensed. Today's most prevalent prescription for boosting teacher
quality follows a regulatory approach: more clinical training, less alternative certifica-
tion, more rigorous exams of pedagogical knowledge, and universal accreditation of
teacher education programs. Podgursky and Ballou conclude that such policies are
misguided. The knowledge base upon which the required training would be buiit 1s
not scientifically grounded. Nor have the self-polizing organizations of the education
profession proven that they maintain rigorous criteria in assessing teacher perfor-
mance. Although testing prospective teachers is popular, the choice of a cutoff score
is essentially arbitrary and denies schools the opporniunity to consider otherwise
streng candidates. In light of these drawbacks, the authors suggest that hiring deci-
sions should be vested in local school officials whose opportunity to assess candi-
dates' skills is superior to that of a remote licensing agency. The best policy is to
hold schools accountable for their pupils’ performance while removing unnecessary
encumbrances on their ability to recruit widely and hire the ablest persons they can
find tc teach their students.

Teacher Licensing and Student Achievement
Dan D. Goldhaber and Dominic J. Brewer

States use licensing to ensure that only qualified teachers can be hired. but loop-
holes often allow teachers to enter the classroom via alternate routes. Comparing
the performance of students whose teachers hold standard certificates with students
whose teachers have non-standard credentials is one way to gauge the efficacy
licensing. Using data from the National Educational Longitudinal Study of 1988, this
study finds that students whose teachers possess a B.A. or M.A. in math outperform
other students in math. Students whose teachers have any kind of certification (stan-
dard. emergency. alternative, etc.) outperform students whose teachers have no
certification or are certfied in a different subject. The authors also report that math
and science students whose teachers have emergency credentials do no worse than
those whose teachers hold standard teaching credentials.

TEACHER CERTIFICATION UP CLOSE

Who Gets Hired to Teach?! The Case of Pennsylvania
Robert P. Strauss

This report takes a close ook at teacher preparation and kring practices
Pennsylvania, and then considers the gualfications of those who ultimately emerge
from the prozess and are hired 1o teach Wn the state. It reviews n detal the varicus

factors tnat consprre 1¢ produce a pocriy cuafied teaching forcer ‘ow admiss.ars
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Chapter Summaries

standards for prospective teachers: vague curncular requirements at teachers col-
leges; low cutoff scores on licensing exams; and misguided (and sometimes question-
able) hiring practices that place little emphasis on an apglicant’s content knowledge.
While the weaknesses of preservice teacher trémmg are not unfamilar, Strauss con-
tends that the flaws in the hiring process itself turn out to be so great that they may
overwhelm even an tmproved preparation system.

Raising the Bar for Pennsylvania’s Teachers
Eugene W. Hickok and Michael B. Poliakoff

Pennsylvania’s teacher preparaticn system has long been focused on seat-time in
education courses. Governor Tom Ridge's “Teachers for the 2 st Century” inttiative
would revolutionize this system by reshaping traditional teacher education programs
and by expanding alternative cerufication opportunities. This initiative raises the bar
for prospective teachers in the Commonwealth: they must now meet higher admus-
sions standards for preparation prograr‘nsg take more academic courses and fewer
educat:on courses, and pass licensure exams with higher scores. College graduates
who are academically distinguished and pass the appropriate licensure examinations
may teach under the mentorship of a principal or master teacher without attending a
schooi of education. The initiative also requires professional development focused on
subject-reiated coursework. In these ways, Pennsylvania is taking a big step toward
ensuring that all of its children have excellent teachers.

Traditional and Aiternative Certification:
A View from the Trenches
Naomi Schaefer

The stated purpose of state teacher certification and state approval of teacher
educaticn programs is to ensure that every public-school child s taught by a qualified
nstructor. A close look at what these programs entail, however, suggests that they do
not reliably accomplish this goal. Case studies of what it takes to become a teacher

in Calfornia, Ohio, New York, and Minnesota reveal that approved preparation pro-
grams tend to have very low entry requirements, no exit requirements, scant subject
content, and a surferit of pedagogical courses of uncertain value. While the require-
ments are fimsy, they are alsc numercus. Hence the time and money required to
complete such programs probably discourages ouistanding candidates from entering
teaching. Alternative certification programs have promise, but today they are spoty—
some states have none—and uneven in their requirements. States should consider
Creating more alternate routes to certification and should ensure that these pregrams
do nct pose so many obstacles as to undermine their usefulness.

The Thomas B. Fordham Foundation * xin
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PROPOSED REFORMS UP CLOSE

The National Board for Professional Teaching
Standards: Can It Live Up to Its Promise?
Danielle Dunne Wilcox

The National Board for Professional Teaching Standards has been lauded by educa-
tors and public officials from the Clinton administration to Republican governors.
While the goal of the Board—identifying and certifying master teachers—has broad
appeal. in fact the activities and processes of the Board have not been subject to ser-
ous evaluation. This pioneering report explores in depth how National Board certifi-
cation works, from the portfolios submitted by applicants to the training of scorers.
After scrutinizing the Board's standards, the validity of its scoring system, and extant
research on its effectiveness, Wilcox concludes that the Board's standards and assess-
ments are too flawed to support the claims that are being made on its behalf.

The National Council for Accreditation of Teacher
Education: Whose Standards?
J.E. Stone

The National Council for Accreditation of Teacher Education (NCATE) is the

largest accreditor of teacher training programs in the Ui.S., and its standards are

fast becoming the de facto national norm. in additiors to being a time-consuming and
expensive process, however, NCATE accreditation reviews seem more concerned
with a school's philosophical perspective than with the qualifications of its faculty

and the knowledge of its graduates. Moreover, NCATE's standards downplay the
role of teaching in producing student achievement and celebrate the learner-centered
approach to pedagogy. These stances put NCATE at odds with what many parents
and policyrakers want from teachers and the institutions that claim to prepare them.

Debating Alternative Teacher Certification:
A Trial by Achievement
Michael Kwiatkowski

The number of teachers who enter the classroom through “alternative” routes 1s
small tcday. but expected to grow. States and districts increasingly turn to alternative
certification to widen the pool of teaching candidates with bazkgrounds in high-
demand specialties. candidates from under-represented groups, or those prepared
to teach in challenging settings. Studies show that alternative certification does
increase the representation of teachers with these qualities. While existing studies
of the effects of these teachers on student achievement have hmitations, most
researchers have concluded that alternative route teachers are at least as effective
as their conventionaily trained counterparts, f not more so. This report concludes
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that, while alternative certfication is a promising reform. it wiil not have a real effect
until other issues like teacher salaries and working conditions are alsc addressed.

Value-Added Assessment: An Accountability
Revolution

J.E. Stone

Value-added assessment is a statistical tool for gauging how much students gain in
academic achievement in a given year, i.e., how much "value” has been added to
the youngsters by their schooling. By aggregating pupil gains by school, value-added
assessment can be used to evaluate schools, regardless of differences among entering
students. By aggregating scores by teacher, value-added assessment can be used to
dentify which teacher’s students are learning the most and which teacher’s students
are learning the least. This provides an objective gauge of teacher effectiveness.
replacing traditional modes of identifying good teachers via peer review or paper
credentals. This report explores a new and sophisticated version of value-added
assessment, developed by Wiliam Sanders at the University of Tennessee. The
author concludes that vaiue-added assessment is revolutionary because it enables
parents, taxpayers, and policymakers to see how well schools are doing without
penalizing those with many disadvantaged pupils, and it enables teachers to be evalu-
ated based on the most important factor of all: their results.

The Thomas B. Fordham Foundation * xv



The Teachers We Need and
How to Get More of Them:
A Manifesto

This policy statement was released by the Thomas B. Fordham Foundation on April 20,
1999 on behalf of several dozen state officials, prominent education analysts. and
veteran practitioners. A list of the original signers appears at the end of the document.

Everyone agrees that America needs better teachers in the classroom, yet there is
ittle agreement about how to recruit them. The conventional wisdom holds that the
key to attracting better teachers is to regulate entry into the classroom ever more
tightly: what teachers need is more time in increasingly similar education schools. more
graduate tra:ning. more pedagogy courses, and less alternative certification. Yet there's
no persuasive evidence that the regulatory approach has succeeded in raising teacher
quahty in the past or that it will do so in the future. What it omtts s the commonsensi-
cal: the possibility that for teachers, as for the schools in which they teach, the surest
route to quality 1s to widen the entryway, deregulate the processes. and hold people
accourntable for their results—results judged primarily in terms of classroom effective-
ness as gauged by the value a teacher adds to pupils’ educational experience. “The
Teachers We Need and How to Get More of Them” describes how the ‘romance of reg-
uiation” has failed and outlines a more promising—and commonsensical-—alternative.

Overview

U.S. schools aren't producing satisfactory results, and this problem is not likely to

be solved until U.S. classrooms are filled with excellent teachers. About this, there
seems to be a national ccnsensus. How to get from here to there, however, is the
subtect of far less agreement. Our purpose is to suggest a more promising path than
many policymakers and education reformers are presently following.

The good news 1s that America 1s beginning to 2dopt a powerful, commaensensical
strategy for school reform. It s the same approach that alimost every successful
modern enterprise has adopted to boost performance and productivity: set high stan-
dards for resuits to be achieved, identify clear indicators to measure progress towards
those resuits, and be flexible and plurzlistic about the means for reaching those

The Thomas B. Fordham Foundation = |
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results. This strategy in education 1s sometimes calied "standards-and-accountabiiity.”
It1s a fundamental aspect of the charter school movement, and it undergirds many
versions of “systemic referm” as weil.

The bad news 1s that states and policymakers have turned awav from this common-
sensical approach when trying to increase the pool of well-qualified teachers. Instead
of encouraging a results-oriented approach, many states and policymakers are
demanding ever more regulation of inputs and processes. Other modern organiza-
tions have recognized that regulation of inputs and processes s ineffectual and

often destructive. There is no reason to believe that it will be anything
other than mneffectual as a strategy for addressing the teacher quality

Hle We conclude
problem.

that the
We conclude tnat the regulatory strategy being pursued today to boost
© reguatory sirategy beng p o0 regulatory
teacher quality is seriously flawed. Every additional requirement for .
prospective teachers—every additional pedagogical course, every new strategy being
hcop or hurdle—will have a predictable and inexorable effect: it will pursued today

imit the potential supply of teachers by narrowing the pipeline while
having no bearing whatever on the quality or effectiveness of these in
the pipeline. The regulatory approach s also bound. over time, to
undermine the standards-and-accountability strategy for improving is seriously
schools and raising student achievement. flawed.

to boost

teacher quality

A better solution to the teacher quality problem is to simplify the entry
and hining process. Get rid of most hoops and hurdles. {nstead of requiring a long

hst of courses and degrees, test future teachers for their knowledge and skills. Allow
principals to hire the teachers they need. Focus relentlessly on results, on whether
students are learning. This strategy. we are confident, will produce a larger supply of
able teachers and will tie judgments about their fitness and performance to success In
the ciassroom, not to process or IMpression.

The Problem

We know that better quality teachers make a big difference. We know this from
decades of research and from the experience of millions of families. Recent studies
in Tennessee, Boston, and Dallas, inter alia, find dramatic differences between the
performance of youngsters who are assigned the best teachers and those assigned
the worst teachers.! No matter how well-intentioned 1t 15, school reform will likely
falter uniess more teachers have the knowledge and skills to help all the:r students
meet high academic standards.

Poor Preparation

Yet mary teachers are unready to meet these challenges. According to a recent sur-
vey. only one n five teachers feels well prepared 1o teach to high standards. The

2 « BETTER TEACHERS, BETTER SCHOOLS
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The Teachers We Need and How 1o Get More of Them

head of Teachers College acknowledges that “The nation has too many weak educa-
uon schools, with teachers, students and curricuiums that are not up to the ‘task at
hand."3 Chiidren who face high-stakes tests for promotion and graduation will need
instructors with more knowledge and skill than ever before. As many as two million
new teachers will need to be hired in the next decade. Yet our present system for
recrutting, preparing, and deploying them is not up to the dual challenge of quality
and quantity. We are not atracting enough of the best and the brightest to teaching,
and not retaining enough of the best of those we attract.* A third of U.S. teachers—
two-thirds in inner ciues—repert that their schools have difficulty keeping good
teachers.?

Lack of Subject Matter Knowledge

Perhaps the gravest failing of our present arrangement is the many teachers who

lack preparation in the subjects that they teach. While most public school teachers
5 . are certified by ther states, extensive ccllege-leve! study in the teach-
ing field is not always a prerequisite for subject area certification.®
Moreover, teachers are often assigned to courses outside their main
attracting teaching field as a cost-saving measure or administrative convenience,
enough of the because of shortages in advanced subjects such as math and science,
best and the o.r because some schools—such as those |rn the 1Qner-C|ty~haye a
high turnover of teachers. “Foreign education ministers who visit me
are just stumped when : try to explain this practice,” notes Education
teaching, and Secreta:y Richard Riley. “Their translators ssmply have no words to

Weé are not

brightest to

not retaining describe 1t."’

enough of the It appears, for example, that more than half of history teachers have
best of‘those _ neither majors nor minors in history itself.2 More than half of the
youngsters studying physics have a teacher who has neither a major
nor minor In physics. (Is it any wonder that U.S. high-schoot seniors
trail the world when it comes to therr knowledge of physics?) More
troubling still, children attending school in poor and urban areas are least itkely to find
themselves studying with teachers who did engage in deep study of their subjects.

we dttract.

Today's regulatory approach to entry into teaching compounds these problems.
Because 1t places low priority on deep subject matter mastery and heavy emphasis
on the things that colieges of education specialize 1n, many teachers get certified
without having mastered the content that they are expected to impart to therr
students.

The Romance of Regulation

For decades, the dominant approach to "quahty control” for U.S. teachers has been
state regulation of entry nto the profession. Reguirements vary, but a'most every-
where a state license s needed to teach in public schocls. To obta.n such a heense,
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one must complete a teacher education program approved by the
state, which typically imposes a host of requirements on these pro- In I’esponse
grams.” Therr students are commonly required to take specific courses
(or a set number of courses) in pedagogy. child development, the
“foundations of education,” "classroom diversity,” etc.'® Some states

to widening

concern about

require a minimum college grade point average for entry into the pro- teacher quality,
gram, and many require prospective teachers to pass standardized tests most states are
of reading. writing. and math skills. It is also common, at some point in
the process, to test for knowledge of pedagogy and. sometimes, for
knowledge of the subject in which they will be certified (which. as we
have seen., may or may not be the subject they end up teaching). In
addtion, these programs typically require supervised student teaching, which teachers
often term the most valuable part of their preparation for the classrocm. This
approach prediciably creates a teacher force that 1s heawly credentialed in pedagogy.
but not in the subject matter they o e expected 1o teach. The regulatory strategy will
intensify these trends.

tightening the

regulatory vise.

More of the Same

Today. in response to widening concern about teacher quality, most states are
tightening the regulatory vise. making 1t harder to enter teaching by piing on new
requirements for certification. On the advice of some hlgHIy visible education groups.
such as the Natonal Commission on Teaching and America’s Future, these states are
also attempting to “professionalize” teacher preparation by raising admissions critena
for training programs and ensuring that these programs are all accredited by the
Nattonal Council for the Accreditation of Teacher Education (NCATE). That organiza-
tion is currently toughening its own standards to make accredited programs longer,
more demanding, and more focused on avant-garde education deas and social and
political concerns.

Such measures will centralize and standardize the hcensure process even more,
curbing diversity in the sources and ertry paths followed by teachers and shifting
authority from local school boards and state agencies to professional education orga-
nizations and standards committees. These groups base their standards and proce-
dures for judging teacher fitness on the princ:ple of peer review, not cn proven
effectiveness with respect to studgent learning.

t1s no surprise that al! this s happening. The regulatory route 1s pubhc education’s
tradivonal soiution. Even business groups proposing 1o improve the quaity of teach-
ing offer suggestions that partake of the regulatory mindset. Many vested interests
are served and established routines are enhanced by more regulat:on.
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Shortcomings of the Regulatory Strategy

The regulatory strategy that states have followed for at least the past generation has
faled. The unfortunate resuits are obvious: able liberal arts graduates avord teaching,
those who endure the process of acquiring pedagogical degrees refer to them as
“Mickey Mouse" programs, and over time the problems of supply and quality have
been exacerbated. When a strategy fails, it does not make much sense to do the
same thing with redoubled effort. Yet that is what many states are now doing.

The present system does not even do a good job of screening out ill-prepared
candidates. While some states have exit exams that appraise the skills, knowledge,
and competence of fledgling teachers. in many others “quality control” occurs only
at the point of entry into a training program, and entry requirements
Teachers should are low. In a state with no exit exam, completing the list of prescribed
courses and earning the requisite degree are all that's needed to get
one's teaching certificate. Though many jurisdictions now require
future high-school instructors to have majored (or minored) in the

only measure subjects that they plan to teach, the content and rigor of their course
_ that really work are left entirely 1o the colleges.

be evaluated

based on the

I IA RISl Vhere there are exit exams, these often represent a modest intellec-
their pupils are g tual threshold. Tests given to teaching candidates are commonly

@ pitched at so undemanding a level—and their passing scores are so
low-—that they do little to deter individuals with limited inteliectual
prowess and scant subject matter knowledge. In Pennsylvania. for
instance, passing scores were for many years set so that about 95 percent of every-
one taking the tests passed them.'' Local school boards can then hire whomever
they prefer, often for reasons other than their academic qualifications.

learning.

Standards Askew

What really makes state regulation of entry into teaching so dysfunctional is not that
its standards are low but that it emphasizes the wrong things. The regulatory strategy
nvariably focuses on "inputs"—courses wken, requirements met, time spent, and
activities engaged in—rather than results, meaning actual evidence of a teacher’s
classroom prowess, particularly as gauged by student learning. It judges one's "perfor-
mance” by the subjective opinions of other teachers and professors. This is the
wrong sort of regulation.

Teachers should be evaluated based on the only measure that really matters:
whether their puplls are learning. This is not pie in the sky. William Sanders of the
University of Tennessee has developed a technique that uses careful statistical
analysis to identify the gains that students make during a school year and then
estimate the effects of individual teachers on student progress. This "value-added"
technique 15 extremely precise and its results are statistically robust. Originally used
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only in Tennessee but now spreading to other locales, it allows policymakers, tax-
payers, and parents to see for themselves how much teachers are helping students
to learn.!2

The technique has proven to be a powerful tool for evaluating teachers. Sanders
finds, for example, that the top 20 percent of teachers boost the scores of low-
achieving pupils by 53 percentile points on average. while the bottom
20 percent of teachers produce gains of only 14 percentile points.

Recruiting

Researchers in Dallas and Boston have found the same commonsensi-

. L - r
cal link: good teachers significantly boost student achievement, even for smarter, able

the weakest pupils. '3 teachers will
Yet few states focus their teacher quality strategies on results. The do more to
instruments that states are far likelier to use to assess teaching candi- improve teaching

dates—input measures, that is—are seriously flawed approximations
of how good a teacher one will be. We are struck by the paucity of
evidence linking those inputs with actual teacher effectiveness. in a I
meta-analysis of close to four hundred studies of the effect of various different
school resources on pupil achievement, very little connection was | preservice
found between the degrees teachers had earned or the experience
they possessed and how much their students learned.'* Nor is there
any evidence that teachers who graduate from NCATE-accredited
teacher education programs are more effective than those who do not.'> Today's
regulations, and the additional regulations urged by reformers within the profession,
focus on inputs that display little or no relationship to classroom success. This is not
education reform. This is the illusion of reform.

than requiring

more or

training.

Shaky Knowledge Base

The regulatory strategy assumes that good teaching rests on a solid foundation of
specialized professional knowledge about pedagogy (and related matters) that s
scientifically buttressed by solid research. In reality, however, much of that know-
ledge base is shaky and conflicted. We should not be surprised that there 1s no
reliable ink between pedagogical training and classroom success.

To be sure, the foundation has some sturdy spots. There is a scentfic consensus
today. for example, about the most effective methods of teaching primary reading to
young children.'® There is strong evidence about the efficacy of such pedagogies as
Direct Instruction.'’ Yet much of the surest and best-documented knowledge about
education is ignored, even denounced. by many approved teacher education pro-
grams, while the lore that they instead impart to new teachers—about favored meth-
ods and self-esteem enhancement, for example—-has littie or no basis in research.'8
ls it any wonder that people mustrust teacher education --or that to rely on it as the
exclusive path into U.S. classrooms s to place the next generation of Americans at
educatonal risk? The regulatory approach buttresses an oﬁhodoxy that doesn't work.
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The regulatory strategy's reliance on peer review assumes, of course, that good
teaching can only be detected via observation by other practitioners. Thus the
National Board for Professional Teaching Standards has designed an elaborate method
for appraising teacher performance and certifying outstanding teachers. The process
is costly and time-intensive. Yet today we have no idea whether the teachers identi-
fied as superior by the NBPTS are in fact the best teachers as judged by how much
and how well their pupils learn.!? Here as elsewhere, peer review consists mainly of
judging quality by cbserving inputs and processes, i.e.. appraising a teacher’s skill in
using conventional (and popular) teacher practices.

Discouraging the Best and Brightest

Insofar as there are links between teacher characteristics and classroom effective-
ness, the strongest of these involve verbal ability and subject matter knowledge.

This has been known since the famed Coleman Report of 1966, when teacher
scores on a verbal test were the only school “input” found to have a positive rela-
tionship to student achievement.20 In a recent study conducted in Texas, teacher
literacy levels were more closely associated with student performance than other
inputs.2! In an appraisal of Alabama schools, the ACT scores of future teachers were
the strongest determinant of student gains.22 These all suggest that recruiting smarter,
abler teachers will do more to improve teaching than reguiring more or different
preservice training.

Yet outstanding candidates are often discouraged by the hurdles that the regulatory
strategy loves to erect. Burdensome certification requirements deter well-educated
and eager individuals who might make fine teachers but are put off by the cost, in
tume and money, of completing a conventional preparation program. One college
senior writes, “What discourages us most are the restrictive paths to the classroom
and the poor reputation of schools of education—and as a result, of teaching
tself....lt is the certification process, then, and not a lack of interest, that steers us
away from teaching.”23 The best and the brightest of young Americans have other
career options and will pursue them if the costs of becoming a teacher are too

high. in his February 1999 State of American Education speech, U.S. Secretary of
Education Richard Riley urged state policymakers to rethink teacher licensing require-
ments. “Too many potential teachers,” he observed, “are turned away because of the
cumbersome process that requires them to jump through hoops and lots of them."24

Getting Hired: What You Know vs. Who You Know

What little we know about how those who have been certified actually land a teach-
ing job s troubling. There is accumulating evidence that local school boards show
htite interest in hiring the most academically qualified applicants.2> Districts often
eschew professional recruiting and screening practices. Instead, they frequently prefer
1o hire therr own high-school graduates after they have become certified in a local
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education program, a practice which has been found to contribute o

' 26 .
lower students’ scores on competency and achievement tests. The time has

. . come to consider
Few Incentives for Great Teaching

radically different

Once teachers have entered the classroom, the regulatory strategy— .
iike all such regimens—prizes uniformity and conformity. Personnel policies to boost
decisions for public schools are made by central office bureaucrats the quality of
according to strict rules. Assignments are often based on seniority. teaching in

Rigid salary schedules mean that teacher pay reflects years of experi- U.S. schools.
ence and degrees earned rather than any measure of performance., :

andsalaries bear no relationship to marketplace conditions in the
teaching field. There are few tangible rewards for good teaching. And because quality
control focuses on the point of entry, and on-the-job teachers are protected by pow-
erful political interests, there are fewer sanctions for bad teaching. As the NCTAF
itself pointed out in What Matters Most: Teaching for America's Future, “Hiring and
tenure decisions are often disconnected from any clear vision of quality teaching."%/

A Common Sense Proposai:
Freedom in Return for Resuits

As Secretary Riley said in February, “We can no longer fiddie around the edges of
how we recruit, prepare, retain, and reward America’s teachers.”28 The time has
come to consider radically different policies to boost the quality of teaching in U.S.
schools. In the remainder of this paper, we advance a fresh view of how America
can acquire more and better teachers in the years ahead.

Holding Schools Accountable

The teaching profession should be deregulated, entry into it should be widened, and
personnel decisions should be decentralized to the school level, the teacher’s actual
workplace. Freeing up those decisions only makes sense, however, when schools are
held accountable for their performance—truly accountable, with real consequences
for success and failure. The proper incentives are created by results-based account-
ability systems in which states independently measure pupil achievement, issue public
report cards on schools, reward successful schools, and intervene in or use sanctions
agamnst failing schools. In private schools today—and in most charter school pro-
grams-—schools are held accountable by the marketplace while hiring decisions are
made at the building level. Public schools. too, should be accountable in this manner.

Power to the Principals

For principals (or other education ieaders) to manage therr personne! in such a way
as to shoulder accountability for school results. but not only be free to select from
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a wide range of candidates, they must also have the flexibility to compensate those
they hire according to marketplace conditions (and individual performance). and they
must be able to remove those who do not produce satisfactory results. Everyone
who has studied effective schools attests to the central importance of a cohesive
"school team” that shares a common vision, and almost everyone who has studied
current teacher personnel systems has witnessed the danger of tying that school
team’s hands when it comes to deciding who will join (or remain in) it.2

Common sense also argues that teachers of subjects in short supply should be paid
more than those in fields that are amply supplied, that teachers working in hard-to-
staff schools should be paid more than those working in schools with hundreds of
applicants for teaching slots, and that outstanding teachers should be
paid more than mediocre ones. Yet today, the typical public—school

School level salary schedule (and teachers' union contract) allows for none of these

commonsensical practices.

managers are

in the best

position to

know who

We look forward to the day when great teachers, teachers in scarce
fields, and teachers who shoulder difficult challenges, are paid six-figure
salaries. But this is not apt to happen so fong as mediocre practitionars
and superb instructors are harnessed to the same pay scale.

teaches well

and who

As for the occasional incompetent teacher, the more freedom a school
has in initial hiring, the more flexibility it needs with respect to reten-

teaches badly. tion. That's common sense, too. Yet today's school systems typically

award tenure after a few years of service; thereafter, teachers are
almost never dismissed for ineffectiveness. While teachers should be
protected from abusive and capricious treatment at the hands of principals, they can-
not be protected from losing their jobs for cause. Union contracts often allow veter-
an teachers to transfer into a school regardless of their instructional prowess, the
school's actual needs, or their impact on the school team. Such pohcies will need to
be changed so that principals can be empowered and made accountable.

School level managers are in the best position to know whe teaches well and who
teaches badly. They have access to far more significant information than state licens-
ing boards and government agencies. They should be empowered (and, if need be,
trained) to appraise each teacher’s singular package of strengths and weaknesses
rather than having distant bureaucracies decide who should be on their team. Once
hired, teachers should be evaluated based con the only measure that really matters:
whether their pupils are learning.

A Market Test

The commonsense view acknowledges that there 1s no “one best system” for
preparing and hcensing quairty teachers. A review of the research on the teacher
qualties that affect student outcomes s humbling; lamentably Iittle 1s known fer sure
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about what makes an effectve teacher. when gauged by pupd achievement. Tris

argues against mandaung any single path into the profession: education schoois cer-
tainly ought not monogpoize the traning of teachers. In any case, teachers regularly
report that the best piace to learn about good teaching pracuces i1s on the job and in

the company of other good teachers.

Rather than buttressing an orthodoxy that does not work, the common sense
approach embraces piuralism. in a deregulated environment, good teacher educa-
tion programs will thrive and prosper. Those that do a poor job will not, once they

lo:e the protection that the regulatory monopoly confers on them.
Pr.incipals should be able to decide for themselves whether to hire
teachers whe have been trained in certain pedagogical methods and
theor:es.

The popularity of such programs as Teach for America, which piaces
hiberal arts graduates without formal education course work in public
schoo! classrooms in poor rurai communities and inner cities, indicates
that the prospect of teaching without first being obliged to spend
years in pedagogical study appeals 1o some of our brightest college
graduates. Over 3,000 pecple apply for 500 Teach for America slots
each year. Since 1994, more than 3.000 veterans of the armed forces
have also made the transitiocn from military to classrooms through the
Troops to Teachers program.

Alternative certfication programs streamline the classroom entry of
more prospective teachers. Such programs normally require a bache-

Prin'cipals should

be able to decide
for themselves
whether to hire
teachers who
have been
trained 1n certain
pedagogical
methods and

theories.

lor's degree, passage of a competency test. and an intensive (but compressed)
regimen of specialized preparation. often undertaken while on the job. They attract
talented and enthusiastic individuals into teaching who might otherwise be lost to
this calling. Teachers with alternative certification are more likely to have bachelor's
degrees 1n math and science, two fields with chronic shortages of qualified teachers.
They are also more likely to be members of minority groups.30 Yet the regulatory
strategy would shut down such programs or force them to imitate conventional

education programs.

Where personnel decisions have been deregulated, schools rush to hire well-
educated persons whether or not they possess standard certification. Private schools
rcutinely employ uniicensed nstructors, which tends to increase the proportion of
their teachers who graduated from selective colleges and gained academic training. 3!
in New Jersey, the first state to implement a serious aiternatve certification program.,
from 23 to 40 percent of teachers now enter the profession through that route.3?
The few studies of alternative certification that have peer cone find that students

of such teachers perform at least as we'l as stugeris of conventiorally hicensed

teacters ‘3 In New lersey, alternatively certified teachers also have icwer attrinon
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than traditionally certified teachers during therr first year and are as likely to stay in
the field over time.3*

Not All Regulations Are Bad

Trading accountability for autonomy dces not mean sloughing off all regulation. Every
child should be able to count on having a teacher who has a sohd general education,
who possesses deep subject area knowledge, and who has no record of misbehavior.
The state has an obligation to ensure that all prospective teachers meet this minimal
standard. Thus states should perform background checks on candidates for teaching
positicns. To boost the likelihood that those who teach our children are themselves
well educated, states should require that teaching candidates have at least a bache-
lor's degree in some academic subject.

States shouild also ensure subject matter competence. There are two ways to do
this: requiring teachers to major in the subjects they teach or requinng them to pass
challenging tests of subject matter knowledge. Neither method is perfect. Obliging
all teachers to major in the subject they will teach may—regretiably—set the bar too
low. At some universities, one can graduate as a history major without learning
much of the history we'd expect a high-school history teacher to
have mastered. The same 1s true of other academic majors. And a
. minor is unlikely to reflect any subject mastery. On the other hand, a
accountability g R prospective teacher who graduates in, say, American studies may have
B carned ample history or literature to be an outstanding history or
Englisir teacher, even though his diploma doesn't actually say “history”
or “English.”

Trading

for gutohomy.

does not mean’
sloughing off
Such variation 1n college majors tempts us to embrace testing as a
more reliable measure of preparedness to teach. The value of any

F il test. however, hinges on its content, rigor, and passing score. Our

instinct is to set those cutoffs as high as possible. But since tests are an imperfect
gauge of reaching ability, some applicants will fail the test yet possess superior teach-
ing potential. We alt know individuals whose other qualities would cause them to be
effective with children even if they do poorly on a paper-and-pencil test of knowl-
edge. That is whiy we are wary of putting all the education eggs in the testing basket
or making a certain fixed score an absolute prerequisite tc being hired

all regulation.

Neither academic majors nor subject test scores is a faultless means of assuring that
teacners possess the requisite knowledge and will be good at delivering 1it. But either
strategy = superior to today's widespread disregard of subject matter mastery.

Putting Principles into Practice

The commonsense strategy for improving teacher quality 1s surprsingly straightior
ward: states should empower princpals to employ teachers as they see fit, and ther

The Thomas B Fordham Foundation * {1



The Thomas B. Fordham Foundation

hold those principals 1o account for t.ewr schools’ results. Since every reguiato that

restricts entry to the profession excludes some potentially good teacners from public
education. regulation should be reduced to the bare minimum.

Wrat would state polictes look iike if based on these assumptions? Four are key.

States should develop resuits-based accountability systems for

schools and teachers as well as students.

States shouid have accountability systems operating at the student, classroom.

and buiding levels. School level accountability involves measuring pupil achieve-

ment and 1ssuing report cards for schools. Such information should
be dissem.nated tc students. parents, and the public. States should
reward successful schools and should have—and use—the authori-
ty 1o reconstitute or otherwise intervene in failing schoois. They
may aiso Institute market-based accountability via various forms of
scnool choice.3® States must also define the role that school dis-
cts will play in these accountability systems.

Principals need accountability, too. Therr jobs and salaries ought to
be tied to their schools’ performance. But they need the informa-
t.on by which to hold their faculty and staff accountable. The state
can help by providing student achievement data, disaggregated by
teacher, like those generated by the value-added system that
William Sanders developed for Tennessee.

States should empower school level administrators with
the authority to make personnel decisicns.

Autnority must accompany accountability. Al key personnel deci-
sions {including hinng, promotion, retention, and compensation)
s~cu'd oe devoived to schoois. Quality contro! should be the
respons:diity of school ieaders, who have freedom to hire from
a wide pool of teaching candidates and pay teachers based on
marketplace conditons or ndividual performarice. States should
pass whatever legislation 1s needed to assign al! these decisions to
the schog! ‘eve’.

States shéuld

ensure tfat
new teachers
are adequately
grounded in the
. subject matter

they are expected

" to teach, either.

by requiring
that they'ma;or
in the subject(s)
(that they will
teach or by
mandating
rigorous

subject matter

examinations.

Teacher teriure ougnt not be allowed '« interfere. Multi-year contracts are far

oreferaple. It must be possible 10 remove incompetent teachers at reasonable

705t and within a reasonable perod of time. without sacrficing ther right to due

D7CCeES Drotelt SN aganst capncious and ad kominem treatment.

States should enccurage dfferential pay so that schoo's can pay outstanding

leachers more. it should also be possibie 1o ad;ust teacher pay for labor market

condit:ons. subject specalty. and the chailenge of working in tough schoois. A

fexip'e saary structure would allow paychecks tc responc te marke'nlace sgna's
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States should

while creating financial incentives for excellent teaching and practical sanctions for
poor teaching.

To work well, this system obviously requires capable principals—education
leaders who know how to judge good teaching and are prepared to act on the
basis of such evaluations. We're not naive about the supply of such people in
management positions in public education today. But they exist in large numbers
in U.S. society and can be drawn into the schools if the incentives are right.
Executive training for some current principals will also help them handle this
difficult evolution of their role.36

States should enforce minimal regulations to ensure that teachers
do no harm.

States should perform background checks for ali teaching candidates and require
prospective teachers to have a bachelor’s degree in an academic field. They
should also ensure that new teachers are adequately grounded in the subject
matier they are expected to teach, etther by requiring that they major in the
subject{s) that they will teach or by mandating rigorous subject matter examina-
tions. {They may be wise to use both mechanisms and also let principals make
exceptions when other compelling evidence is at hand.)

States should open more paths into the classroom, encourage
diversity and choice among forms of preparation for teaching, and
welcome into the profession a larger pocl of talented and
well-educated people who would like to teach.

Policymakers shauld take forceful action to eiimirate moropoly conirol

expand the pool and challenge “"one best system” attitudes toward teacher preparation.

of talented
teaching

candidates
by allowing

individuals

~who have not

Traditional training programs should be closely scrutinized ‘or their
length, cost, burden, and value. is a two-year time commitment really
necessary, for example? States should publish detaled factusi informa-
tion about indwvidual programs and therr graduates, data that outziders
can use to evaluate their effectiveness. Information about the effective-
ness of recent graduates (as measured by the value-added achieve-
ment scores of therr pupils) shou'd be made public: unti this s avaii-
able, institutioni-specific data should inciuda the vlacernent rate of

attended sabools graduates and the percentage of graduates passing state teacher tests

of education

to teach.

{Some of this information was manaated by the tigher Education
Amendmerits of 199R)

States shouid expand the poor cf talented teaching cancidates by
atiownig indyvduals whe have not attended schools of education to
teach, proviced that trey meet the runimum standards outiined above, States
shauild encourage programs that prov de comprassed basic trareng for prospec-
tve teachers. Staies should a:so attract <utsiandng coiege graduates o the
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profession by using financial incentives such as scholarships, loan forgiveness
programs. and signing bonuses.

Conclusion

For too long, policymakers have focused overmuch on training teachers and not
enough on recruiting them. They have tackled the quality problem by increasing
regulation and expanding pedagogical requirements, even though this approach
shrinks the poot of candidates while having scant effect on their quality. Forty years
of experience suggests that this strategy is a failure. It cannot work. indeed. it has
compounded today's dual crisis of teacher quality and quantity.

We offer something different. States that reduce barriers to entry will find not

only that their applicant pool is larger but also that it includes many more talented
candidates. Turning our back on excessive and ill-conceived regulations and focuéing
instead on student outcomes 1s the key. To attract and keep the best teachers. states
must also be willing to pay strong teachers well—and to muster the necessary
resources to do this.

Raising the quality of the U.S. teaching force is an urgent priority today and some
policymakers have begun to signal their receptivity to change. In his February 1999
State of American Education speech, for example, Secretary Riley proclaimed, “We
must make sweeping efforts to make teaching a first-class profession. And. then, we
must hold schools accountable for results.”3” He later added, “What else can we do?

We can create rigorous alternative paths to give many more Americans the opportu-
nity to become a teacher."38 We agree.
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Measuring the Teacher
Quality Problem

Tyce Paimaffy

This overview of recent data on the quality of our nation's teaching force contains much
bad, if often familiar, news. No measure of teacher quality is perfect, but most of the
measures that do exist are discouraging. Teachers have weak verbal and quantitative
skills as measured by various tests. Not nearly enough of them have a college major or
minor in the subject that they teach. And only one in five teachers reports feeling pre
pared to teach in today's classrooms. These findings, combined with U.S. students’
poor performance on national and international tests, bring home the urgency of the
teacher quality problem.

introduction

The papers in this volume share an assumption that the nation's education system is
suffering from a dearth of intelligent, knowledgeable, skilled teachers. Whether this is
true, however, is a hotly contested issue. The disagreement boils down to a question
of whether the tools we use to measure teacher quality, from teachers’ standardized
test scores to student performance, actually capture the essence of good teaching.

Let me illustrate with an anecdote from my own schooling. No teacher in high
school frustrated me more than my tenth-grade English teacher. There was just no
pleasing him; if you did four drafts of a paper. he always wanted a fith. His criticisms
of our work were harsh but intelligent; from them we learned how to write and
think about literature. | worked harder that year than ever before—and iearned
more as well.

Fhe following year's English class was a breeze. My kind. easygoing eleventh-grade
teacher hardly ever tested our knowliedge. gave high marks to nearly everyone, and
rarely assigned homework. In short, she was the kind of teacher you adored at the
tme and cursed forever after. | learred almost nothing that year: my writing skills
and work habits atrophied.

Although my two teachers may have looked similar on paper, one was clearly better
than the other. This 1s because good teachers possess a mixture of charactersstcs that
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we can't always quantify: patience, enthusiasm, inspiration, creativity, and, above all,
a passion for the subjects they teach and for teaching itself. They care deeply about
whether their students succeed. The best of them elicit the very best from their stu-
dents: ke good parents, they instill self-motivation. Few of these qualities, unfortu-
nately. show up in the statistics we use to measure teacher quality.

There are. however, other, equally important qualities that we can observe with the
help of data—attributes such as how literate and intelligent teachers are, how well
they know the subjects they teach, and how well prepared they feel. it's reasonable
to assume that high quality teachers will possess the strong verbal and quantitative
skills needed to recognize and correct the weak verbal and quantitative skills of their
students, wili possess a deep body of knowledge about the subjecis they teach, and
will feel ready to teach what they know. The ultimate measure of teacher quality, of
course, is the achievement of their students and the value that a teacher adds. But
because factors such as home life, cultural attitudes. curricula and textbooks, and the
structure of the education system itself also influence achievement, statistics related
to student performance are only a rough measure of teacher quality, and thus should
be interpreted with care. What follows is a survey of the varicus ways in which it is
possible to measure teacher quality. Its purpose is to discover whether there is a
problem and. if so, what its extent is.

General Academic Ability

When nearly 60 percent of would-be teachers failed to pass Massachusetts's teacher
certification test in April 1998, much of the public began to wonder whether
schools of education are iImparting even rudimentary academic skills
to the future instructors who pass through them. As several papers
in this volume make clear, strong verbal and quantitative skills among _ _
teachers improve student performance. This has been demonstrated possess a mixture
by research. It also makes intuitve sense: How can one improve stu- of characteristics
dents’ writing, reasoning, and arithmetic skills if one does not oneself
possess superior writing, reasoning, and arithmetic skills?

Good teachers

that we can't

always quantify:
At almost every checkpoint along the path to becoming a teacher,
however, coilege graduates who score higher on standardized tests
tend to abandon teaching at higher rates than lower-scoring students. ‘
Or, as a group of Harvard researchers put it in Who Will Teach?: creativity, and,
“[Clollege graduates with high test scores are less likely to become above all, a
teachers, licensed teachers with high test scores are less likely to take
teaching jobs, employed teachers with high test scores are less likely

to stay, and former teachers with high test scores are less likely to
return.”! teach and for

patience, enthusi-

asr, msp;rntton,

passion for the

subjects they

teaching itself.

Among high-school students who took the Scholastic Aptitude Test in
1994-95, those who intended te study education in college scored
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lower on both the verbai and math sections than students expressing an interest in
any other field.? In the course of working toward their degrees. however, students
often change majors and, in some cases, fail to graduate. Researchers have found that
the average SAT and ACT scores of potential teachers who actually passed the Praxis
| exam, administered by twenty-two states to students seeking admission to colleges
of education, were equal to or shightly higher than the average scores of college-
bound seniors.

But the same study (whose authors are themselves staff members of ACT, Inc. and
the Educational Testing Service, which develops both the SAT and Praxis tests) also
found that potential teachers who passed the Praxis Il exam, which thirty states use
to grant initial teaching licenses, scored significantly lower on the SAT than their fel-
low college graduates. The study also revealed a sharp divide within the teaching
corps. As Figures | and 2 show, teachers who passed the Praxis II in specific content
areas such as saience or English actually had higher average math and verbal scores
than all college graduates, while teachers who pursued licenses in ncnacademic sub-

Figure 1: Mean Math SAT Scores for Candidates
Passing Praxis Il by Licensing Area
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Figure 2: Mean Verbal SAT Scores for Candidates
Passing Praxis Il by Licensing Area
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jects such as elementary education and physical education had much lower average
scores than college graduates overall.

The ETS/ACT study's findings are borne out by the fact that, in 1992-93, 30 percent
of graduating education majors scored in the bottom guartile on their college
entrance exams, versus |8 percent of humanities majors and |4 percent in math,
computer scence, and natural sciences. Education majors were more likely to be 1n
the bottom quartile and less likely to be in the top quartile than any other major.*

Other evidence of teachers’ weak verbal and quantitative skills comes from the
Graduate Record Examinations required to enter graduate school. In 1987-88,
education majors earned an average score of 462 on the general test; the average
for all test-takers was 554. Students taking the GRE to prepare for graduate work in
education (undergraduate education majors and nonmajors alike) scored worse than
students intending to study any other field. Undergraduate education majors who
intended to do graduate work in education earned the lowest scores of all.>
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Four millio
students a

are taught

English, math,

Once they have graduated frem college, high-scoring students continue to be driven
away from teaching at a faster rate than their low-scoring peers. In a study of teach-
ers ficensed in North Carolina from 1975 to 1982, a team of Harvard researchers
found that those with high scores on the National Teacher Examination were less
likely to enter teaching within three years of being licensed than teachers with low
NTE scores®; that teachers with high NTE scores left teaching sconer than those
with low NTE scores’; and teachers with high NTE scores were less likely to return
to teaching within five years of leaving than teachers with low NTE scores.8 Another
study found that, among those 1992-93 college graduates who had actually taught,
{8 percent had college entrance exam scores in the top quartile of
scores. And teachers who expected still to be teaching in twe years

n were almost twice as likely to be in the bottom quartile as those
year teachers who expected to change careers.” Considering that about a
third of all teachers leave the field within five years of beginning to
teach (a number that rises to one-half for teachers in high-poverty
schools), the likelthood that teachers who leave are also the most aca-

or history by demically talented individuals is even more disturbing.

teachers who

Although teachers fare less well than other professionals on standard-

have neither ized tests such as the SAT and the GRE, there is evidence that they are
college majors no less literate than other college graduates and far more literate than

nor minors in

the subject

the adult population in general.!® Using data from the National Adult
Literacy Survey, ETS compared teachers with other college-educated
adults and found that teachers performed equally well on all three liter-

they’re teaching. acy tests included in the NALS (see Figure 3). Yet only about 50 per-

cent of teachers scored at or above Level 4 (Level 5 being highest) on
prose, document, and quantitative literacy. Surely it's comforting that
teachers are not less literate than other college-educated adults, but how satisfied
should we be by this evidence? It indicates, after all, that just half the nation’s teach-
ers can summarize an argument made in a lengthy newspaper article; use a bus
schedule correctly: and use infermation from a newspaper article to determine how
much money should go to raising a child. The other half cannot function at this level.
Yet they are teaching our children.

Subject Area Knowledge

In terms of credentials, teaching is one of the most-schooled professions. Virtually all
teachers have bachelor's degrees and 45 percent have master's degrees, too. Some
are 1n academic subjects, but more frequently, they are in education.

More important than degrees earned 1s the amount of education that teachers have
had in the subjects they teach. it would be best for a high-school physics teacher to
have majored in physics, and for a history teacher to have majored in history. What
percentage of teachers have degrees :n the subjects they are teaching? Depending
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Figure 3. Literacy Levels of Teachers with a Four-Year Degree Compared
to Those of All Aduits with a Four-Year Degree
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on how one defines "in-field” teaching, the picture can look more or less rosy. in
grades 9 through 12, more than 90 percent of English, math, science, social studres,
and foreign language teachers possess either an undergraduate or graduate major
or mincr in their main teaching assignment. !

But looking at teachers’ main teaching assignments papers over what policymakers
have called education's “dirty Iittle secret”: the widespread practice of asking teachers
to teach some classes far distant from their specialties—for instance, an English
teacher teaching a math class. By modifying the definition of “out-of-field” teaching
to include teachers who taught any classes in subjects in which they had neither a
major or minor, University of Georgia sociologist Richard ingersoll has found more
disturbing trends. '2

Of secondary-school teachers (grades 7-12) who actua'ly taught math, Ingersoti
reports that about a third did not major or minor in math, math education. or
related fields such as physics or engineering. About a quarter of secondary-schoc
English teachers did not majer or minor in English, reading educatior:.

Just half the or related fields such as literature, speech. or journalism. One-hfth of

nation’s teachers

can summarize

social studies teachers had no major or minor 'n any social scierce,
public affairs, social studies education, or history. One-fifth of science
teachers didn't major or minor in any of the sc:ences or in science

an argument education. When broken down further, more than half of teachers in

made in a

lengthy news-

.paper article.

the physical sciences (chemistry, physics, earth science. or space sci-
ence) did not major or mincr in any of the physical scences. More
than half of all history teachers did not major or minor in history.
(Whatever happened to the oid saw that the only thing history ma;ors
can do is teach history?) The impact of this is felt widely: four muilion
students a year are taught English. math, or history by teachers who have neither
college majors nor minors in the subject they re teaching.

If this practice were orly happening in middle schools, it might not be so harmful. It
is perhaps debatable whether one really needs to have majored in a college sc:ence
to teach seventh-graders. As Table | shows, however, Ingersoll found a whopping

41 percent of twelfth-graders being taught cne of the physical sciences by out-of-fieid
teachers, as are 61 percent of twelfth-graders in history classes and |4 percent cf
twelfth-graders in English. In general, though, middle schoolers fare worse when it
comes to out-of-field teaching: 74 percent of them are taught physicai scence by
teachers with no major or minor in physical science: the corresponding percentages
in English and math are 32 percent and 49 percent.

Out-of-field teaching varies not only by grade but also by poverty level and what
track a student 1s 1. In high poverty schools, 43 percent of math teachers had nc
major or mincr 1IN math-related fields, versus 27 percert in low poverty schocls.
Simiarly, iIn most subjects, students in low tracks are assigned to out-of-fieig teachers
at hgher rates than students in high tracks; 25 percent of low-track chilcren are
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Source: Richard M. Ingersoll, “The Problem of Underqualfied Teachers in Amencan
Secondary Schools.” Educational Researcher 27, no. 9 (March 1999), S.

1.7 English 0y out-cf-fielders, versus {1 percent of high trackers. That means the
<r v z2n most in need of knowledgeable, skilied teachers are least likely to get them.

' - “urnbers may be even worse. Several education scholars have bemoaned

tne fact that only 38 aercent of all public-school teachers have any academic major,
as cpposed to a major in education, and have chastised the National Center for
Education Statistics (and. by implication, ingersoll) for allowing majors such as “math
education” to count as “in-field” teaching. Not counting math education and kindred
degrees makes a tremendous difference: only 37 percent of secondary-school math
teachers possess an actual major or mincr in math, physics, or engineering; ancther
30 percent majored or rninored in math education. But Ingersoll points out that, at
‘east at *he University of Georgia, a degree in math education requires as many
mah credits as does a degree in math. And it's not altogether clear that a seventh-
grade rath teacher needs a college dagree in math, or that an elementary-school
teacher needs to major in an academic field. The fact that 66 percent of high-school
teachers majored in an academic field makes the situation seem slightly less
alarming.'3 Also, 50 percent of teachers with three or fewer years of experience
mzcred n academuc subjects (versus 36 percent ¢f teachers with twenty years of
experience or more), indicating that nerhaps this trend has begun to reverse (Then
again, it could just indicate that teachers with scademic majors tend to leave the pro-
fess on ar ~igher rates because of their greater marketability.)

Tabie 1: Percentage of Public Secondary School
(Grades 7-12) Students in Each Field Taught by Teachers
Without a Major or a Minor in That Field
English Math Science Life Physicai  Social
Science Science Studies

Public tota 20.8 26.6 16.5 38.5 56.2 13.4
Track of ciass
Low-track 24.7 33.5 20.4 42.3 66.8 14.3
Medium-track  11.8 15.7 9.2 31.4 42.8 8.9
High-track 1.2 20.4 7.2 20.7 43 1.2
Grade level of class
7th grade 32.2 48.8 31.8 60.4 73.8 23.9
8th grade 32.9 37.1 238 32.9 75.7 19.7
oth grade 15.7 18.1 10.7 27.9 61.7 8.7
10th grads 11.1 16.8 8.9 29.3 45.7 8.8
11th grade 11.2 15.9 6.4 23.5 36.8 6.8
12ih grade 13.9 24.2 13.1 25.3 41 113

History

53.9

55.1
449
51.1

56.3
60.5
48.7
51.1
47
62.4
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Measuring the Teacher Qualhty Problem

The problem of out-of-field teaching is most acute in math and science, and in both
the upper grades and high poverty schools. Wherever it happens, though, it short-
changes children who should learn from teachers who are intimately familiar with
their subjects and it harms teachers who, already forced to juggle burdensome teach-

: j ing foads, are then asked to master a whole new subject—or teach
one they haven't mastered at all.

<

The quiality of .-,

our-education )
: ‘ : Their Own Words

system is deter-

mined more by Another indicator of teacher quality is what teachers think of their
: own preparedness. Here the most pressing problems seem to be in
the quality of areas that have become important rather recently. For instance, only
20 percent of teachers who teach students with Limited English

that goes on Proficiency or diverse cultural backgrounds feel well prepared to do so.
each day than Just 20 percent of teachers say they understand how to integrate tech-
nology nto the classroom, and only 36 percent think they are well
prepared to implement state or district curricular and performance
single f‘F’CtO"- standards (see Table 2). Our training of teachers has obviously not

B caught up with the headlong rush into equipping all schools with com-
puter technology, the burgeoning LEP population and rising diversity of our schoois,
or with the attempts to raise K- 12 academic standards.'*

the teaching

" by any other

Student Learning

Everything a teacher does should be aimed at improving student learning, so using
student learning as a measure of teacher quality should enable us to account for what

teachers do—and thus get a measure of teacher quality that goes beyond teichers’
test scores from years earlier.

Teacher quality can be measured via student performance in two ways: by comparing
our students' performance against that of students from other countries (and thus
our teachers’ performance against that of teachers from other nations), and by gaug-
Ing our students’ performance against benchmarks that we think they should meet.
Obviously these are crude comparisons, as we haven't controlled for family and com-
munity difference, for cultural variation, or for differing societal investments in schools
and teachers. Stll. it seems reasonable to suggest that the quality of our education

system 1s determined more by the quality of the teaching that goes on each day than
by any other single factor.

The most recent international comparison of student performance, the Third
International Mathematics and Science Study (TIMSS). found that the United States
lagged far behind other nations. especially in the upper grades. In twelfth grade, 14
nations had significantly higher average math scores than the U.S.: only two, Cyprus
and South Africa, had lower scores. In twelfth-grade science. || nations had higher
average scores than the U.S. and. again. just two had lower scores. The results likely
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Table 2: Percent of Full-time Public School Teachers indicating How Well
Prepared They Feel to Do Various Activities in the Classroom: 1998

How well prepared teachers feel

Activity Very well Moderateiy Somewhat Not at all
prepared  well prepared well prepared  prepared

Maintain order and 71 24 4

!
discipline in the classroom

~plement new 41 4] 16
~etnoas of teacnirg
1€.¢. cooperative !earﬂ.nr‘g)

)

Implement state or 36 41 20 3
district curricufum and
performance standards

Use student performance 28 41 26 4
assessment techniques

Address the needs of 21 4| 30 7
students with disabilities*

integrate educational 20 37 34 ¢
recmnology i the grade

Of sudlect you teach

Address the needs of 20 33 30 |7

students with limited English
proficiency or from diverse
cultural backgrounds*

“arcents are based on teachers who teach students with these charactersucs

Note. Percents are computed across each row but mzy not sum 1o 100 because of rou~2irg

Source: Berrie Greene. et. a'.. Teacher Quaity: A Report on the Preparaton and Quaiificatans of
Puoiic Schooi Teachers (Washington, D.C.: U.S. Department of Education, 1999), 48.

would have been even worse had East Asian nations participated in the two twelfth-
grade tests. At the eighth-grade level, twenty nations outscored the U.S. in math,
nine in science. In fourth grade, the U.S. did significantly better: only nine nations
outscored our children in math at this level and just one did so in science. For some
reason, U.S. performance drops precipitously after fourth grade. leaving U.S. stu-
dents in the cellar by the time they reach twelfth grade. International comparisons
thus find our education system sericusly deficient in the areas where, not coinciden-
tally. we have the highest percentage of out-of-field teachers at the secondary level.'>

National measures of where U.S. students are relative to where we expect them to
be have similar resuits. Over 20 percent of twelfth graders scored below “Basic” on
the 1998 National Assessment of Educational Progress in reading, with “Basic” denot-
ing “parual mastery of the knowledge and skills that are fundamental for proficient
work at a given grade.”'® Wide racial gaps also persist: 43 percent of black twelfth-
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graders scored below “Basic,” as did a woeful 64 percent of black fourth-graders. In

t

“

he most recent math assessment, 3| percent of twelfth-graders scored below
Basic," as did 62 percent of black twelfth graders.!”

That means that lots of U.S.children—from a fifth of an entire grade to two-thirds
of an entire racial group-—are not reaching levels that the nation considers even

partial mastery." Whether academically talented persons are being drawn into teach-

ing, whether teachers know their subjects well, and whether teachers themselves
feel well-prepared to handle the challenges they face are all important indicators of

t

eacher quality. The most important of all, however, is the ultimate measure of

school effectiveness: how much and how well the students are learning. Here we

S

ee that large portions of the pupil population are not achieving at levels that society

has deemed necessary to survive in our high tech, knowledge-based economy. Can

t

w

o ™

i

|

here be more compelling evidence of the inadequacy of our teaching force?

Richard J. Murnare, et. al.. Wno Wi Teack” Poncies trngt Matter {Cambndge. Mass. Harvard Unwersity Press
19914). 10.

See Table 131 i Thomas D Snyder. et at.. Digest ¢f Educct on Stoustics 1997 (Washingtor. DC U'S
Department of Educaton, 1997), 135

Drew H. Gtomer. Andy S. Latham, and Robert Ziomek. The Academic Quaity of Prospective Teacrers. The Impect
of Ad~ussions and Licensure Testing (Princeton, N |. Eaucationat Testing Service. May 1999). Passing the Praxis |
exam 15 not an impresswve feat: in Virginia, the state with the hignest cutoff scores, candidates only had to answer
70 percent of the math questicns correctly in order to pass. This on a test where only 12 percent of the ques-
tions involve the use of algebra. versus 25 percent on the twelfth-grade Natioral Assessment of Educational
Progress (NAEP) math exam. Yet 44 percent of Praxis | takers netionally would fail to pass Virginia's standard
Minnesota, which sets the lowest cutoff score. oniy requires candidates to answer 50 percent of the test questons
correctly. Ten percent of Pras | takers natonaily would fail to meet this standard. See Ruth Mitchel! and Patte
Barth, “How Teacher Licensing Tests Fall Short.” Tninking K- 16 (Washington. D.C.: The Education Trust. 1999)
Robin R. Henke, et. al.. Out of the Lecture Hai and nto the Classroom. 1992-93 Coiege Graduotes and
Elementary/Secondary Schoo! Teaching (Washingion, D C.: U.S Department of Education. 1996). 58.

See Table 2 7 1n Diane M Wah and Dawn S. Robinson, Examinee ana Score Trends for the GRE Genera™ Tes:
{Princeton. NJ- Educauonal Testing Service. 1990). 64-65

Maurnane. et. al, 64.

ibid. 69.

Iod, 85

Herke. et ai.. 58

CSee Barbara A. Brusch and Richard ). Coley, How Teachers Compare. The Pros2. Document and Quanttar se Ski's
of America’s Teachers (Princeton, N.J.: Educationa! Tesung Service. 1999).

! Bernie Greene. et. al.. Teacher Quaity. A Report on the Prepargtion a~d Qua ficat.ons of Publc Schoor Teachers
(Washington. B.C US Department of Education, 1999), 19

< See Richard M Ingersoll, “The Problem of Underqualfied Teachers in American Secondary Schools * Educotomg’
Researcher 27 no 9 (March 1999).

*Greere. et. ai . 12.

© Al statstics on teacner prepa edress are fiom Greene

: : Tik + . ~-
- See Harold W Stevenson, A TiMSS Pumier (Washington., DC Tho™as B. Forcham. Foumdatior 1533)

4 See Patricia L. Donahue, et al., NAEP 1998 Reading Report Cara for the Nation and t+e Stotes (Washington. DC
US Depantment of Education. i999)

i Gee Clyde M Reese. et. ai . VALP 1996 Mctiemates Reps+ Caod for the Hation a~d the Steres fWashengton DC

JS Department of Educaten '997)
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Teacher Training and
Licensure: A Layman’s Guide

Dale Baliou and Michael Podgursky

Concern over the quaiity of U.S. teachers has renewed interest in the ways they are
prepared and licensed. Today’s most prevalent prescription for boosting teacher quahty
follows a regulatory approach: more clinical training, less alternative certification, more
nigorous exams of pedagogical knowledge, and universal accreditation of teacher educa-
tion programs. Podgursky and Ballou conclude that such policies are misguided. The
knowledge base upon which the required training would be built is not scientificaliy
grounded. Nor have the self-policing organizations of the education profession proven
that they maintain rigorous criteria in assessing teacher performance. Although testing
prospective teachers is popular, the choice of a cutoff score is essentially arbitrary and
denies schools the opportunity to consider otherwise strong candidates. In light of these
drawbacks, the authors suggest that hiring decisions should be vested in local school
offictals whose opportunity to assess candidates’ skills is superior to that of a remote
licensing agency. The best policy is to hold schools accountable for their pupils’ perfor-
mance while removing unnecessary encumbrances on their ability to recruit widely and
hire the ablest persons they can find to teach their students.

Overview of Teacher Training and Licensure

In 1983, the National Commission on Excellence in Education issued a report on
the state of American education entitled A Nation at Risk. This report called attention

to a number of serious problems in our public schools, among them the quality of
teaching.

Ffteen years later, teachers are again the focus of public attention. The continuing
growth of the school-age population and the press for smaller classes, combined
with the impending retirement of a substantial share of the current workforce over
the coming decade, has fueled concerns about the nation’s ability to staff its class-
rooms without a reduction in teacher quality. The National Commission on Teaching
and America’s Future, a private organization funded by the Carnegie and Rockefeller
Foundations, has issued two well-publicized reports critical of teacher preparation,
caling for a national crusade to reform it. The quality of education schools was also
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at the forefront of debates surrounding reauthorization of the Higher Educaton Act.
Amendments were offered to set specific performance 1argets for any teacher tramning
program recewving federal support. In Massachusetts. 59 percent of candidates failed
the state's first examination of prospective teachers in 1998. This set off an acrmo-
nious public debate about professional standards that led to the resignation of the
commissioner of education and to an ongoing debate about the roie of schools of
education in teacher preparation.

To teach in a public elementary or secondary school, it 1s normally necessary to hold
a state license (often, though inaccurately. termed a certificate).! The purpose of the
license is to assure the public that the teacher has met certain minimum standards of
proficiency. Accordingly, when professional quality appears to be low,
as it does today in public education, the solution seems obvious to .
many: raise the standards for a license. Hence the many proposals to | The system of.

enforce stricter licensing standards and to demand more of teachers certiﬁc.a—les’f’cmd'

before they are permitted to practice. ,en_dgrser)‘rient’ssf B

In this paper we review these proposals. The rest of this introduction tha:.t states use
comprises a brief overview of the current system of licensing and the '
reasons that teachers are licensed in the first place. In the second .
section, we take up proposals to reform teacher education. We first - and compl'ex.v,,/. :
consider whether the training offered prospective teachers is grounded Missouri, a .

in a sold research base, as it is in professions like medicine. We then
turn to specific reform proposals involving the accreditation of teacher
education programs, subject matter preparation and teaching methods.

“i$ detailed

typical staté

this regard,

We conclude that the evidence does not support many of the reforms  [RESUCIEE
currently underway. certificates’in 73
In the third section, we look at an alternative approach to teacher different subj

e v .

lcensure, based on testing teachers’ knowledge and skill We review
the arguments for and against subject matter testing and the growing
use of authentic or performance-based assessment. While teacher
testing serves some valuable purposes, we cenclude that imperfections

areas and

vocational areas:

N Our testunstruments make it unwise to give too much weight to test results in
deciding who should be permitted to teach.

in the final section, we describe the role that teacher hicensing should piay within a
broader set of policy initiatives designed to enhance schooi accountability.

The Current Licensing Regime

Licensing requirements vary considerably from state to state, althougn some rec-
procity exists betweer. states. In mgst states, authorty for censing teachers and
approving teacher training programs rests widh the state board of education or state
education agency However, the Nationa! Educaton Associaton (NEA) has tong
proposed thar such regulatory autharity be vested in indeper.dent profess:onal
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boards whose membership is predominantly practitioners, such as those in medicine
or law. NCTAF has made a similar recommendation. There has been considerable

movement in this direction. Fifteen states now have such boards, with ten established
since 1990.

Table | displays information on the variety of licensing regulations. Every state
requires new teachers to hold a bachelor’s degree. In some states. this degree

must be earned in education from an approved teacher training program. [n others,
prospective teachers must complete education courses while majoring in an academic
discipline such as English or history, or acquire a master’s degree in education after-
wards. In either case. an approved program involves a minimum number of credit
hours in education courses (usually about a semester of work) plus student teaching
(a second semester). Many programs have added requirements of their own to the

minimum set by the state, so that it can take more than a year to satisfy all profes-
sional education requirements.

All states have some mechanism for approving teacher training programs. In profes-
sions such as medicine or law, licensure requires that the practitioner graduate from a
program accredited by a recognized private professional association. For example, in
order to sit for medical board exams, a medical student must be enrolled in a pro-
gram accredited by the Liaison Committee on Medical Education. in education, by
contrast, most state-approved teacher training programs are not accredited by the
profession's dominant private accrediting group, the National Council for
Accreditation of Teacher Education (NCATE). Fewer than ten states mandate NCATE

Table 1. Requirements for Initial Teaching License

\ Licensing Requirement Number of States :
BS/BA awarded by an accredited or state-approved msutution 50 !,
3S/BA ath educaucn major i3 :

| BS/BA in academic discipline (e.g.. history. English) (2 l

| Xequired course work in pecasogy SE |

i Field experience/Student teaching required 39 ll

; Teacher Testing ‘

E Rasic Skills Prior to Teacher Training? 25 |

LS Saais Bror o Cerficat o fd '

i Pedagogy Prior to Certfication*® 25 ‘

boomen Matter e o et sy . ;

l -— B

o e R RCHALE S A

Source: Nauonal Acsocation of State Dwectors of Teacher [ducation ang Certfication Mare23i ¢n the Prepara® »» 109
Condmgrnn of Eaveaty g Py

co- 99 iDobugue fowa kendat Hoot Pudisning Company 1998,
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accreditation, aithough others have entered into arrangements whereby NCATE par-
ticipates In the state’s own review of its programs.

Most states also require prospective teachers to pass one or more tests before they
are admitted Into a teacher education program or granted a license (or both). There
are four types of tests: basic skills, general knowledge, pedagogical knowledge, and
content knowledge. The last focuses on subject knowledge relevant to the teacher’s
field (e.g.. mustc for music teachers).

The system of certificates and endorsements that states use s detaled and complex.
Missouri, a typical state in this regard, confers certificates in 73 different subject areas
and 119 vocational areas.

Not surprisingly, given this complex system, 1t is virtually impossible for
every teacher in every classroom for every hour of the day to be in
compiiance with ail these regulations. As a consequence, every state
has provisions for emergency or temporary ficensure. Critics like the
NCTAF allege that districts use these emergency or provisional licenses

The case for
licensing reform

_ _ _ _ turns on whether
in an opportunistic way to staff their courses, covering up lax or irre-

sponsible management and an unwillingness to raise teacher pay.
Other policies have lowered entry barriers for non-traditiona! teachers
(e.g.. Teach for America, Troops to Teachers). Even so, in 1993-94, 92
percent of teachers reported that they were fully certified in their main
teaching assignment.?

Why Do We License Teachers?

Occupational licensing is a policy by which the government prevents
practiticners of a trade from selling their services to the pubtic if they
do not hold a license. The usua!l justification for this type of restriction
5 that iicensing protects the public from incompetent or unscrupulous
pracutioners. In these markets, it 1s argued, consumers do not have
the expertse to judge the quaiity of the services they are buying.
Transactions may be infrequent. and the costs of making a mistake
may be very great. Doctors and lawyers, for exampte, know far more

hiring decisions

will improve if
administrators
are constrained
to offer
employment
only to teachers
who have met
the proposed
licensing

standards.

about the quality of their services than the typical buyer, and mistakes can be very
costly for the consumers. In this type of situation, urregulated markets work poorly
or nct at alt. Government intervention to establish standards of mimimum quality may

therefore serve the publc interest.

Teacher licensing is different. Parents do not buy services from teachers as they do

frorm acctars or lawyers, Teachers are nired by schoo! administraters, not by the
pubiic at large. These administrators ought to be expert judges of teaching abiitty.
after ail, hiring staf 15 cre of the.” most important functions. Administrators are aiso
n a good position to acquire information about the teachers they might hire—
nceeq. they are gererally better positioned to evaiuate teachers than erther the
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public or a state licensing agency. Among the information administrators rely on are
college transcripts, letters of recommendation. impressions formed during interviews
and sample lessons, and even classroom observations (when applicants have done
student or substitute teaching in the district}.

However. there is no assurance that administrators will use the information at therr
disposal to make good hiring decisions. The public needs to be protected from cor-
rupt and incompetent administrators and from the pressure school boards can put
on superintendents and principals to hire friends or relatives of board members.
Political patronage. sheer incompetence, laziness, and bureaucratic red tape have all
had adverse effects on teacher seiection. By requiring districts to hire teachers who
have demcnstrated at least a minimum level of competence, iicensing protects the
public from administrators and school boards that would engage in such abuses.

Advocates of licensing reform have not quantified the amount of nepotism, corrup-
tion, incompetence, and the like in American school systems. We suspect that gross
abuses are not widespread. Most administrators care about the quality of the teach-
ers they hire. They do not knowingly prefer inferior candidates. However, hiring
policies are imperfect: in particular, there is systematic evidence that school adminis-
trators do not attach enough importance to the quality of an applicant’s academic
record and other indicators of cognitive ability.> Thus, while it is doubtful that the
majority of administrators consciously hire inferior applicants, there 1s compelling
evidence that many overlook valuable predicters of teaching performance and often
fail to hire the best person available. The case for licensing reform turns on whether
hiring decisions will improve if administrators are consirained to offer employment
only to teachers who have met the proposed licensing standards.

In addition, it must be shown that licensing reform s a better way of dealing with

the problem of professional quality than the alternatives. This point s particularly
relevant to teacher licensing. Usually the state issues occupational licenses to practi-
tioners who work in the private sector, selling their services to private buyers (house-
holds. firms. non-profit organizations). in public education, by contrast, both the
teachers who are licensed and the licensed administrators who hire them are state
employees. This raises the possibility that more direct remedies for administrative
falure are avallable to the state, an important point to which we return in the final
section. It represents another difference between teacher icensure and licensure n
professions dominated by private practice, such as medicine and law.

Proposals to Reform Teacher Education

Licenses are awarded to professionals who present evidence of mimimal competence.
Almost always, this evidence includes proof that the practitioner has completed an
approved program of study o~ traming at an accredited institution. Policies that set
standards for the tamng of professionais are therefore an important part of a licen-
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sure system, and as we will see, reform of teacher education is a major focus of
current debate about teacher hcensure.

In 1986, an organization of deans of leading schools of education, the Holmes
Group, ssued a report calling for significant restructuring of teacher education. In
the view of these deans, traditional programs completed in the course of a four-year
undergraduate degree were seriously deficient. Prospective teachers, many of whom
majored in education rather than an academic discipline, did not acquire sufficient
command of the subjects they were to teach. The courses they took in professional
education (e.g.. teaching metheds) lacked rigor and often failed to incorporate
approaches based on up-to-date research. The Holmes Group recommended

that would-be teachers complete an academic major as undergraduates
and that teacher education be a post-baccataureate program of study
(as in the medical and legal professions). These post-graduate pro- While the
grams would involve one or two years of classroom study, followed by NCTAF claims
a year-long internship in a professional development school (analogous
to a teaching hospital) where newly trained teachers would work .
under the supervision of expert mentor teachers. programs of

that effective

. teacher education
The recommendations of the Holmes Group have been endorsed by '

other organizations that have been prominent advocates for licensing equip teachers
reform, notably the National Commission on Teaching and America’s with strategies
Future. In its 1996 report, the commission added a recommendation

and techniques

of its own: that all licensed teachers complete their preservice training
in programs accredited by the National Council for Accreditation of

Teacher Education (NCATE).* Although NCATE does not require high levels of
accredited programs to foliow all the recommendations of the Holmes
Group, NCATE approval would nonetheless become an enforcement
mechanism to compel coilege administrators to upgrade underfinanced
and poorly designed programs of teacher education. rather vague

that result in

student achieve-

ment, it is

: o on what th
in addition, the NCTAF has sought to close loopholes that permit unli- wha es¢

censed teachers to be hired on waivers (temporary and emergency strategies and
certificates), a practice used to fill vacancies in districts that have trouble techniques are.
finding enough licensed instructors. The commussion also opposes

alternative certification (alternate route) programs that streamline eritry
by reducing preserv.ce training. While nominally supportive of alternate programs

for individuals making mid-career changes. the commission opposes any relaxation
of requirements that would. in their view, put untrained teachers in the classroom.
The medel of alternative certification supported by the commussion calls for spending
a year in a master’s program before teaching. Since this is an option that has always
been avalable to college graduates seeking to become teachers, the commission s
effectvely cpposed to alternate routes in all but name.

36 « BETTER TEACHERS, BETTER SCHOOLS

s
)



Teacher Training and Licensure: A Layman's Guide

The Knowledge Base for Professional Education

in the vernacular of teacher educators, the research identifying best teaching practices
constitutes the profession’s knowledge base. Drawing an explicit parallel between edu-
cation and medicine, the Holmes Group and the National Commission have argued
that licensing and accreditation standards should reflect the best research on what
teachers need to know and do. just as medical research provides the underpinning
for the training and licensing of physicians.

The following passage from the 1996 NCTAF report typifies this view.>

Students will not be able to achieve higher standards of learning unless teach-
ers are prepared to teach in new ways and schools are prepared to support
high-quality teaching....Teaching in ways that help diverse learners master
challenging content is much more complex than teaching for rote recall or
low-level basic skills. Enabling students to write and speak effectively, to solve
novel problems, and to design and conduct independent research requires
paying attention to learning, not just to covering the curriculum. It means
engaging students in activities that help them become writers, scientists, mathe-
maticians, and historians, in addition to learning about these topics. {t means
figuring out how children are learning and what they actually understand and
can do in order to plan what to try next. It means understanding how children
develop and knowing many different strategies for helping them learn.

Teachers who know how to do these things make a substantial difference in
what children learn. Furthermore, a iarge body of evidence shows that the
preparation teachers receive influences their ability to teach in these ways.
However, many teachers do not receive the kind of preparation they need.

While the commission claims that effective programs of teacher education equip
teachers with strategies and techniques that result in high levels of student achieve-
ment, this passage is rather vague on what these strategies and techniques are.
Effective teachers are said to “engage students in activities” and “figure out how
children learn.” but just how these things are done is not specified. instead, numer-
ous citations appear to a research literature that, in the commission's view, has
established a knowledge base for professional education analogous tc the scientific
foundation for the practice of medicire.

The first citaton to the Inerature that accompanies this passage s to ar article by
three prominent ecucators at Vandero:lt Unwversity, which contains the ‘oliow.ng
assessmant of the research inerarure ©

Because the researcn reviewed examined & broad range of teacher behaviors,
ang pecause measures of effectiveness are not specficaliy ted. -n most cases,
10 thece hehaviors, the avadabie evidence does not allow identficatien of now
diferesces . teactars’ capabiites that mught be reiated 1o therr preservice

Dresa Lol awounted for aderences in ther perfarmance. Quite clearly.
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teachers tearn to do some things through their education courses
that might reasonably be expected to improve student achievement.

NCTAF’s claims

notwithstanding,

In other words, prospective teachers learn to do something in their
education courses that we think helps them later, but we aren't sure
just what 1t 1s. The experts cited here expressly deny that education
research has identified which state-of-the-art pedagogical practices knowledge
make teachers more effective in the classroom. base for

there is no

Although it is surprising to find this admission in a paper cited by the pedagogical
National Commission. those who have watched the succession of
innovations coming out of the nation’s schools cf education will have
surely anticipated this conclusion. Practices that are successful in one
setting turn out not to work eaually well elsewhere, for reasons which that underlying
are often difficult to identify. Widely different methods sometimes suc- medicine.

ceed with similar kinds of students. The fack of a solid foundation for
many pedagogical innovations 1s evident in the large number that turn
out to be passing fads. It also hampers efforts to establish rigorous standards for
teaching training and licensure. Indeed, this much is admitted by those who are
closely involved in this effort, as evident in the following remarks by the president
of the newly formed Teacher Education Accreditation Council , an organization that
seeks to provide an alternative to NCATE.’

practice

comparable to

At the mement, most professional educational standards are formulated at
farly abstract levels so 1t has not been possible to really test and prove them.
Others are quite specific and prescriptive—for example, about how teacher
educauon should be admnistered and organized. These also have not been
tested emprrically and their opposites might work just as well.... More to the
pomnt, the current standards, upon close reading, give teacher educators little
gudance on key guestions—Ilike the relative roles of phonics and calculators in
reading and mathematics instruction, for example. The teaching profession
does not have, despite the pronouncement of standards, a clear conception of
educational malpractice. Until we do. the noble standards we enact are some-
what premature. They certainly await confirmation by further research....We
simply do not have the evidence for many standards at this time. Few stan-
dardized educatcnai practices and innovations are grounded in sohd
research....

NCTAF's daims notwithstanding, there 1s no knowledge base for pedagogical practice
comparable tc that underlying medicine. Consider, for example, the findings of the
process-product research carried cut in the [970s and eariy 1980s. Psychologists and
educators involved n this effort clarned that they had at last :dentified what effective
teachers shouid do We excerpt scme of these findings from an article by one of the
leading researchers in this area.®
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Students achieve more in classes where they spend most of their tme being
taught or supervised by their teachers rather than working on the:r own or
not working at all... Students learn more when their teachers’ presentations
are clear rather than vague or rambling.... and when they are delivered with
enthusiasm.... Students also 'earn more when the information is well struc-
tured...and when it is sufficiently redundant and well sequenced....
Achievement is maximized when teachers structure the material by beginning
with overviews, advance organizers, or reviews of objectives; outline the
content and signal transitions between parts; call attention to main ideas; sum-
marize parts of the lesson as they are completed: and review the main ideas at
the end.

Some of the prescriptions in this paésage are obvious (e.g., presentations should be

clear rather than vague or rambling). But others suggest useful practices that might

] not have occurred to a beginning teacher unaided. However, it would
One of the be a mistake to suppose that there exists a professional consensus on
the behaviors described here. The teaching practices identified by the
process-product research are at odds with the current enthusiasm for
child-centered or discovery learning, in which students work coopera-

curious aspects
of insisting that

new teachers tively in groups, with the teacher playing a limited role as facilitator of
be trained in students’ development of their own knowledge. (More on this below.)
Moreover, many of the prescriptions based on the process-product
literature are very general (be organized, don't make questions too
hard or too easy) and offer little guidance in concrete situations. Good
the state of the teaching (as these researchers recognize) depends very much on

art changes every making right choices within the broad guidelines. Often this will be a
matter of applying common sense. In other situations the reasons for
making one choice over another will be so subtle and context-specific
(depending on the personalities of teachers and students) that effective
practice will be very hard to learn anywhere but on the job.

state-of-the-art

methods is that ~

few years.

{Tlhere is reason to question whether students can learn and effectively
transfer to practice all or even much of the pedagogical knowledge and skilis
that would be taught in extended programs. Considerable evidence exists that
experienced teachers think differently about their work than do novices....
Teachers may learn some things best. such as cooperative learning strategies,
once they have an experiential base upon which to build.?

Cne cf the curious aspects of insisting that new teachers be trained in state-of-the-art
methods s that the state of the art changes every few years. Teachers who were
trained to do one thing must therefore learn to do another when the winds of edu-
cation thinking change direction. Indeed, it is a commonplace among education
reformers that public officials rarely provide sufficient funds to retrain teachers in

new methods and new curricula. and that many reforms consequently faii to alter
classroom practices. If this s truly the problem (and not that the reforms themselves
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are ill-concewed). then poiicy ought not be so greatly concerned with making sure
teachers have been trained in the latest techniques, but rather with guaranteeing that
prospective teachers are flexible, open-minded, and able to learn. The focus should
be on recruiting reasonably inteiligent people into the protession. not on pedagogical
training.

We have mentioned the possibility that reforms are ifl-conceived. The weakness of
the knowledge base for teacher education has allowed many bad ideas to flourish. As
noted by the president of the Teacher Education Accreditation Council:

Few standardized educational practices and innovations are grounded in sohd
research and yet so many of them have had the support of the profession. If
only because some have proven demonstrably harmfui to students and their
teachers, we should be cautious about standards that are based on little more
than the consensus of large segments of the profession. 0

Poor ideas secure a following in part because the scientific foundatior for pedagogical
prescriptions is weak. However, ideology also plays a large rcle in shaping the views
of educators, as shown by the irfluence of the constructivist theory of learning on the
teaching practices endorsed by teading scheols of education. In the teaching methods
inspired by this theory, teachers do not function as authoritative sources of knowl-
edge, imparting facts and ideas directly to students. Rather, they are supposed to

act as facilitators of students’ discovery and production of their own knowledge.
Unfortunately. this attempt to make education child-centered often means that stu-
dents are deprived of the general knowiedge required to make sense of the natural
and social worlds. As a result, they are in no pasition to produce their own theortes
or test their own hypotheses. They show less interest in school work, particularly as
they grow older, and they learn less. '

The influence of the constructivist paradigm is evident in extreme versions of whole
language reading instruction, wherein children are denied systematic instructior: in
phonics. Proponents of this method hold that, if the language environment s suffi-
ciently rich, children will discover on their own how to decode words, or decoding
ttself will be supplanted by whole word recognition. As it has turned out, this is one
of the areas in which education research has produced definitive guidance on peda-
gogical practice: children need to be given instruction in phonics. Summarizing these
findings, the National Research Council has determined that reading instruction must
include systematic teaching of phonics. Yet the resistance of many advocates of the
whole language approach to these findings indicates that controversies cf this kind will
surely be repeated as teacher educators espouse pedagogical practices for deologcai
reasons rather than because the evidence indicates they best promote student learn-
ing. Indeed. since the measurement of student achuevement s itself an ideologicaily
charged issue, it is difficuit to confront educators with factual data en fearring out-
comes that will persuade them to change the.r m.rds.'?
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Constructvist-insprred pedagegical approaches are not restricted to Englist, but have
asc influerced teaching practicas in the hard sciences and mathematics. Guidelines
issued by the National Council for Teachers of Mathematics also reflect the preailec-
ton for student-centered learning popular in scheols of educaton. Their application
in the classroom has 100 often resembled whole language reading instruction. in
which the teacher stands by while the student tries to guess what the word .
Worse, students can easily become confused about the very nature of mathematics,
as the authors of a recent study of state mathematcs standards explain. '3

[Clonstructivism, a thecretical stance common today, has led many states to
aavise exeraises in having children discover mathematical facts, or algorithms,
or sirategies. Such a mode of teaching has its values, in causing students better
1o niernalize what they have thereby learned; but wholesale application of this
pont of view can lead to such absurdities as classroom exercises in discovering
what are really conventions and definitions, things that cannot be discovered
Dy reason and discussion, but are arbitrary and must merely be learned.

Students are also sometimes urged to discover truths that took humanity many
centur:es to elucidate, the Pythagorean theorem. for example. Such discovenes
are impossibie in school, of course. Teachers so instructed will necessarily
waste trme, and end by conveying a mistaken impression of the standing of the
information they must surreptiticously feed therr students if the iesson 1s to
come to dosure.

Another example of pedagogical innovation driven by ideclogy 1s the use that teacher

educators have made of the theory of muitiple intelligences developed by Howard

Gardner of the Harvard Graduate Schoot of Education.'* This theory
T R osits the existence of several types of human intelligence, each

-~ The - profession . g L cvera e _ & _

- operating in (ts own distinctive domam: linguistic, logical-mathematicat,

) r;bqs;t_’?f . | spatial, bodily-kinesthetic, musical, interpersonal, and intrapersonal.
f.:'_'dem_ohs_;trbted RS This thecry has been seized upon by educators eager for a more
_,_l'th.dt" 'it.'..c_jq'_n e " : egaltanan alterrative to the view that there 1s one general intelligence.
. A e exstence of multiple intelligences provides obvious support for
-‘._r:.?h:qb'ly we‘e.zjd e cachers who believe that building student self-esteem is the key to
.-., .-OUt"bP'd ideas. further achievement N student need feel smart or dumb compared
. ,Q‘\"J/e"r'timé. S BB o others: rather, all arc nteiligent in their own distinctive way.

i y : I l ag S ! ¢
converging on: Numerous pecagogical approaches have been' mspired by this theory,
s RN 2nd many hundreds of references to Gardner’s work have appeared

- a set of practrces @ N the educatcn lterature.

“that represents .
S, p . RN The research suppont for Gardner's theory 1s not, however, very

' the_ best__of -Wh.at_ Ml convinang.'® Yet even f this were not the case. it 1s unclear what

LGN TIV SRR podagogical orescriptions should be based on this view of intelligence.

Some eq. cators rave argued that the schooi curniculum needs to be

how to teach..

more ba'arced. ndludng activit.es that engage each intelligence T .t
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as an astute critic of this theory has written, the notion that there a.e eignt intelh-
gences does not imply that school should be the institution responsible for cevelop-
ing ali of them.'® The curriculum should be based on an assessrnent of what students
need to learn and be able to do. The desire to accommodate muttiple intelligences
can easily lead to situations in which important skills are de-emphasized in the narne
of balance.

To summarize, prospective teachers are introduced to some good ideas in their
education classes. They are also exposed to bad ones. The professicn has not
demonstrated that it can reliably weed out the bad ideas over time, converging cn a
set of practices that represents the best of what is known about how to teach. Tuus,
while it is plausible that better preservice training will improve teachers’ subsequent
performance, it cannot be taken for granted that teacher educators know how to
make good use of an extra year of teacher preparation—if that shouid be required—
or that they can be trusted to police themselves by accrediting programs of teacher
education. This is all the clearer when we ook at the activities of the National
Council on Accreditation of Teacher Education (NCATE).

Accreditation of Teacher Ed:-~ation

NCATE bases accreditation decisions on evidence that teacher education programs
have met standards concerning program content, student quality, faculty quality,
and program autonomy.'’ In each of these areas, the Council's efforts fall far short
of ensuring that accredited programs are in fact of high quality. We focus on the
first two.

Although NCATE requires that programs recruit candidates who demonrstrate paten-
tial for professional success, it does not require any particular admissions test or
specify a passing score. Criteria for successfully completing training are just as vague.
NCATE standards require that institutions ensure the competency of their graduates
before recommending them for licensure, but competency is left undefined. Instead,
NCATE indicates that a program can meet this standard by assessing graduates
through the use of multiple sources of data such as a culminating experience, portfo-
lios, interviews, videctaped and observed performance in schools, standardized tests,
and course grades.'8 This is a requirement that program administrators use various

methods of assessment, not that graduates be held to any particular standard of
achievement.

The results of teacher licensing examinations indicate that student quality makes little
difference to accreditation decisions. Figure | displays pass rates on the National
Teacher Examination (NTE) for graduates of teacher training institutions in Missour.'?
Each bar represents an institution. An N above the bar denotes an NCATE-accredit-
ed program. As the figure shows, NCATE schools are to be found at the top. mid-
dle. and bottom of the distribution. Indeed, the weakest institution in the state, as
measured by licensure pass rates, is NCATE-accredited.
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Figure 1. Pass Rates on NTE Exams in Missouri by Institution
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Figure 2 displays results for teacher licensing examinations recently administered

in Massachusetts. (To improve comparability of results, we use scores on the
Communications and Literacy Skills test taken by all students in each program.) As
in Missouri, NCATE-accredited programs are not concentrated at the upper end of

the distribution. Performance at four of the seven accredited institutions was distinctly
mediocre.

Further evidence on NCATE standards comes from Pennsylvania, where there are
large numbers of both accredited and non-accredited programs. Although the state
would not identify the college attended by a given test-taker, it did indicate whether
the institution was accredited by NCATE or not. On this basis we have plotted the
(smoothed) distribution of test scores for all teachers seeking elementary certification
between 1994 and 1997 in Figure 3. There is no substantial difference between the
two distributions. Figure 4 presents analogous distributions for Missouri. In this case,
scores from NCATE-accredited programs are distinctly inferior. Compared to the
non-NCATE distribution, there are fewer NCATE test-takers in the center of the
distribution and more :n the left-hand tail, creating an NCATE bulge among the
lowest scores.

NCATE standards for the content of professional education are also vague. Here s
the council's first standard mn this area. 2

The unit has high quality professional education programs that are derived
from a conceptual framework(s) that 1s knowledge-based, articulated, shared.
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Figure 2. Pass Rates by Teacher Training institution: Massachusetts
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Source: Massachusetts State Department of Education. Pass rates for Communications and Literacy Skills Test.
All programs with at least 15 test takers. “N” denotes NCATE accreditation.

coherent, consistent with the unit and/or institutional mission, and continuously
evaluated.

Several indicators follow that are meant to provide suggestions on how the program
can meet this standard. These indicators are scarcely more precise, though some
contain phrases that are code words within education circles, signaling the kind of
program NCATE is apt to find acceptable. Typical of the indicators are these two:2!

The framework(s) reflects multicultural and global perspectives which permeate
all programs.

The framework(s) and knowledge bases that support each professional educa-
ticn program rest on established and contemporary research, the wisdom of
practice, and emerging education policies and practices.

NCATE's standarc on professional and pedagogical studies for initial teacher prepara-
tion 15 even more nebulous. 22

The unit ensures that teacher candidates acquire and learn to apply ithe profes-

sional and pedagogical knowledge and skills to become competent to work
with all students.
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Figure 3. Distribution of NTE Elementary Education Test Scores: Pennsylvania
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71,436 non-NCATE test-takers for academic years 1994-95 to 1996-97.

This is followed by indicators that this standard can be met if candidates complete
studies that deal with different student approaches to learning, individual and group
motivation, instructional strategies for developing critical thinking, verbal, nonverbal,
and media communications for fostering active inquiry, and so forth. At no point in
these standards and indicators does the council endorse particular strategies for
developing critical thinking that it believes superior to others. Teachers are to learn
how to motivate students, but the councl expresses no views on which motivational
techniques are best.

This inspires Iittle confidence that institutions accredited by NCATE offer superior
training. Still, it 1s possible to test this hypothesis. If the claim is correct, then once
we control for the general academic achievement or ability of students entering a
teacher-training program {inputs), performance on licensing exams (output) should be
higher in NCATE than in non-NCATE institutions. We have conducted such an analy-
sis using our sample of Misscur: teachers.?3 The results fail to support the claim that
graduates of NCATE-accredited institutions learn more between the start of teacher
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Figure 4. Distribution of ETS Elementary Education Test Scores: Missouri
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Source: Missour Department of Elementary and Secondary Education. Elementary Education NTE scores for
3,756 NCATE and 2.723 non-NCATE test-takers for academic years 1993-94 to 1996-97.

training and their graduation. ndeed. the estimated effect of attending an accredited
institut:on 15 negative, although statistically insignificant.

Scores on licensing examinations represent only one indicator of program quality.
NCATE's defenders have argued that graduates of accredited programs excel in
other ways. Because they are better prepared for the challenges of the classroom.
they are less likely to quit during the early years of their careers, when attrition 1s
notoriousiy high. it 1s also alleged that teachers trained in accredited programs extibit
more professionaiissm in their relations with students and colleagues.

Data from two surveys conducted by the U.S. Department of Educatior permit us

to test these clams. By most measures, there s little difference between graduates
of accredited and non-accredited programs.“ Virtually «dentical percentages sought
teaching jobs after graduating (Table 2). Of those who obtained 2 job, a substantial

majority (80 percent in both groups} expressed no regret at having chosen teachirg
as a career. saying they would make the same choice again. More than half of both
groups intenced to spend ther entire careers as teackers. Fewer than a feurth {ara
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Table 2. Comparison of New NCATE and Non-NCATE Teachers

Indicator NCATE Non-NCATE |
: Applied for a teaching job (%)’ 92.0 90.0
- Certanly or probably would become a teacher, if given the 802 79 7
<hance to start over agan (%)< ' Y
Plan to spend full career as teacher (%)% 58.6 58.4
Sometimes feel it 1s a waste of ume to do a good job (%)- 244 18.9

Time spent after school on lesson preparation, grading,

|

‘ parent conferences (hrs. in the most recent week)? 104 77

] Moonlight In a non-teaching job during the school year (%o)- 13.2 2.0

| Received an offer, conditional on having applied (%)’ 82.0 84.0

! "lean teaching salary' $19.843 $20.076

i Source: Baccaiaureate and Beyord Longitudingi Study. First Foliow-Up, 1993-94 Sample restricted to certified teachers.

2 Source: Schools and Staffing Survey, 1993-94. Sample restricted to persons who earned their bachelor s degrees in
1990 or later and who started teaching no earlier than 1992,

more NCATE than non-NCATE graduates) indicated that they sometimes feit it was
a waste of time to do their best in the classroom. NCATE teachers spent somewhat
more time during the week preceding the survey on instruction-related activities
outside school (preparing lessons, grading papers, etc.). However, the difference
between the two groups was not significant at conventional levels. A slightly larger
proportion of NCATE teachers moonlighted during the school year, but again, the
difference was not statistically significant.

In short, there is little evidence that teachers trained in NCATE-accredited schools
conduct themselves more professionally, are more likely to continue teaching, or
experience more satisfaction with their career choice. Perhaps more revealing,
there is no evidence that those hiring new teachers think so either. The percentage
of non-NCATE applicants who found a teaching job was as high as among NCATE
applicants. The jobs they obtained paid as well.

Subject Matter Preparation

Both the Hofmes Group and the NCTAF have recommended that teachers com-
plete more college course work in the subjects they will teach, urging that teachers
. garn a major, or at least a minor, in their fields. Well-intentioned as this proposal 1s,
the amount of subject matter preparation it would require is often excessive, For
example, guideiines for NCATE accreditation prepared by the National Council of
Teachers of Mathematics (NCTM) recommend that teachers of mathematics in
grades 5 to 8 should understand fundamental concepts of calculus. This is a demang-
ing requirement for someone who will be teaching arithmetic.2> The council's pur-
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pose 15 understandable: to ensure that all teachers of marthematics. at whatever leve:,
grasp basic mathematical concepts and share an aptitude for quantitative reascning.
By requiring advanced training in the subject. the council hopes to screen out the
incompetent from teaching even low leve! math courses. where they can ¢o consd-
erable”damage. Yet people who haven't studied calculus can stuil be effecuve teachers
of mathematics at lower levels. A better screening device would recog-
nize this. Instead. the NCTM erects a high barrier that will exacerbate
the shortage of qualified math teachers. Requiring

iron:caliy. this policy fals on 1is own terms: 10 ensure that teachers of secondary school

mathemarcs {or any other subject) w.l! have mastered the material teachers to earn
they wiil be teaching. Standards in many Ariterican colleges are so
low that requiring teachers to major or rranor N their subjects 1S No

.a major or a

: minor in their
guarantee that they will actually understand them. This s evident in

the number of prospective teachers who cannot pass relatvely low subjects might
ievel examinations 1n the subjects they have stucied.26 make sense, if

Sadly, standards in higher education may fall still further (f the reform of [ERIZICTERAATERIe}s
teacher licensing requires a history teacher, for example, to major in a clearly superior
history rather than social studies ecucation. Well-intentioned though
this regulation is, 1t cannot ensure that prospective teachers bound by
it will be as well-tramed and enthusiastic about their subject as teachers be adopted

who majored in history before it became a requirement. An influx of instead: requiring
relatively weak students into courses they would not have chosen for
themselves will put pressure on academic standards and may dilute the
education once offered history majors.

policy that could

teachers to pass
a test of subject

. . . knowledge.
All this said. requiring secondary school teachers to earn a major or a

m:nor in their subjects might still make sense. if there were not a clear-
ly superior policy that could be adopted instead: requiring teachers to pass a test of
subject knowledge. We return tc this issue in the next section.

Training in Teaching Methods

At present. most prospective teachers complete their courses in professicnal educa-
tion and therr student teaching withun the conventional four-year undergraduate
degree. The Hclmes Group and cother proponents of reform would instead require
would-be teachers to spend two to three years in post-graduate professional study
and internships. As previcus discussion has shown. teacher educators are by no
means agreed that an extended program of this kind will significantly improve class-
room practice. Additicnal objectens rave beer rased by educators from liberal art:
colleges. who argue that combining the study of education with the liberal arts in a
tradtional four-year undergracduate program cfers impctact opoortunities for inte!
lectuz! synthesis and personal developmer ¢/
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In the states

that have most

In the face cf such doubts, the evidence coffered to support the croposed reform s
not strong in its 1996 report the Natonal Commission cites a study purporting tc
show that graduates of five-year programs are better prepared than teachers who
completed teacher education within the tradiiona! four-year degree28 The investga-
tors followed 1,400 teachers from a consoruum of eleven teacher preparation pro-
grams, seven of which had five-year programs. They found that more graduates of
the five-year programs became teachers (90 percent to 80 percent)
and that they remained in teaching ionger. Yet differences of this kind
are to be expected even if the extra year of training per se had no
efiect. Individuals who enroil in a five-year degree program are likely tc

actively promoted have a stronger initial commitment to teaching for the simple reason

alternative

certification,

more than

percent of

teachers have

entered th

alternate routes.

that they will have iost an extra year if teaching turns out to be the
wrong career decision. Moreover, this investment of an extra year may
make them moere willing to persevere even if their initial experience n
ten the classroom 1s unsausfactory. In short, whie the National

new Commission claims that the greater success of five-year graduates
demonstrates the superiority of the training they recewved. there 15
every reason to thirk that these groups differec before they enrolied n

rough teacher education.

What of these teachers’ performance in the classroom, a matter of
presumably greater cencern? The orly indicator of effectiveness avail-
able to researchers was a survey completed by supervising principals. There was no
statisticaliy significant difference between the two groups in the ratings teachers
received.

Many states have adopted alterrative certficaton programs that streamline entry in‘c
the profession by reducing preservice training. In most states, private schools (and.
in sore. charter schools) are permitied to hire uniicensed teachers who may never
rave taxen an educaton course. This makes alternative certification a valuable test
case: f education courses are critically important for new teachers, teachers who
ccme through alternative route programs but otherwise lack prior trarning shouid

ey

e demonstrably infer.or to those who have graduated from teacher education

2regrams

Aithougn the pbest way ‘0 answer ths cuestion would be te compare conventiona'y
tatea teachens o aternalive teachers on the basis of studert achievement, i s nas
se com deen dore. The smar set of stucies that exist do net afford a strong passs fer

serergizatan.{? We therefare turn to other, less direct -ndicators.

; Cal

The frst of these ¢ the fact that so mary teacners without stangard l«censes are
vred 0 the states that mave mntt atae'y orometed alternat ve certfcation, e
nan mar s et e

o ate e e g, ee s ReR IRe QUESTTT, OF LoULTSE s

-
(VR

mpatterrs of rorg
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might merely exemplify the poor decision-making that creates the need for licensing
in the first place. However, this is not credible, given the large number of districts,
ranging from affluent suburbs to poor inner cities, that have sought alternate route
teachers. The New Jersey case is especially revealing. The percentage of districts
with high socioeconomic rankings that hire alternate route teachers has regularly
exceeded the percentage among low-ranking districts.30 The former serve communi-
ties where garents are well-educated and closely monitor school performance. Such
systems also have their pick of applicants who have obtained licenses by the tradi-

nonal route. It 1s not Iikely that so many would mistakenly prefer alternate route
teachers.

Trus argument applies soll more farcefully to private schools, which operate in a
competitive marketplace with a clear incentive to hire the best teachers available.

As shiown in Table 3, private schocls empioy many unlicensed instructors. Although
most Catholic school teachers are certified, barely half of the teachers in other
private schocls are. The propertion of unlicensed teachers is particularly high among
secular schools, which cannot rely on a clienteie atiracted by religious instruction
put must compete primarily ori the basis of educational quality. By hiring unlicensed
teachers, these schools have increased the proportion of faculty who graduated
from seiective ccileges and universities, as shown i Table 4

it may be wendered whether private schoois hire so rany unlicensed teachers
because their salaries (about 60 percent of those in the pubiic sector) are too low
to attract enough hicensed apphicants. This is nct the case. In fact, the highest share
of unkcensed faculty is found in the secular schools, which generaliy pay more than
private schocls with 3 religous affiliation.

All this mught show only that unlicensed and alternate route teachers do weil :n
schools serving an affluent chertele. Whether an untrained teacher sheuid be put in

Table 3. Teachers Certified in Primary Teaching Field
| as a Percent of All Teachers?®

Private School Teachers

Public School Other
Teachers Catholic Religious  Non-Religious
A4 Teachers 859 73.6 50.2 55.9
6.7 o SRR Al
Secondany 948 67.7 46.4 35.1
e 96 o A0 ¢ TV <

Source: Baiicu and Podpursky, 1997 Cathoie school teachers whic have never been marmiad are exc'sded
from the<e calculations = order 1o avoid counting members of relgious orders
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e ey

Table 4, Percent of Teachers Who Graduated from
Selective Colleges and Universities®

-

Public Private Religious Private Non-Raligious |
College Selectivity: Mot Not
Aii Certifd. Certifd, Al Certifd. Certifd. Al
“ost Compentive 1.0 9 2.4 |4 3.4 4.6 7.9
e Selellne 54 4 5.7 de Y i i
“oual Setecuve 6.4 5.0 81 8.0 13.2 ,‘4 ~ 9.2
_ . i
" Source: Bon o0 Fucg. iy 1997,

a classroom where the disciplinary and pedagogical challenges are greater is anotre-
matter.*! However, many of the staunchest supporters of alternative certification are
found in urban school systems. Administrators and educators familiar with the neads
of these students are adamant in insisting that the great majority of the graduates of

teacher education programs are ill-prepared to work in these systems and that alter-
nate routes are a vital source of supply.3?

Teach for America is an alternate route program that places liberal arts graduates
without education course work in public school systems facing a shortage of conven-
tionally prepared applicants. Each year 450-500 Teach for America corps members
enter public school classrooms, most in poor rural communities or inner cities.

The response of administrators in these schools has been extremely positive. Three-
quarters of the principals responding to a 1997 survey rated TFA instructors superior
to otner beginning teachers.33 Almost two-thirds rated them above average in com-
panson to all faculty, including veteran teachers. Aimost nine out of ten indicated they
would hire a TFA instructor again. Responses on parent and student surveys were
also very posttive.

Several other studies have compared alternate route instructors to conventionally
licensed teachers on the basis of assessments by supervisors or classroom observers.
None of these studies is definitive: some do not carefully control for other factors
that could nfluence ratings, and sample sizes are often smail. The preponderance of
the evidence shows, however, that supervisors and other observers judge alternate
route teachers to be at least as effective as conventionally trained instructors. 34
Other investigators have compared scores on teacher examinations. Most studies
show ne difference between alternate route and conventionally trained instructors;
where there 1s a difference. it tends to favor teachers who entered through the
alternative programs.

Texas i1s another state that has made extenswve use of alternauve certfication. In
1996-97. 14 percent of the newly certified teachers in the state came through alter-
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rate routes. Average scores on the stafe’s hcansing examinat.on were higher among
the alternate route candidzates, and a greater percentage passed on the first try.
Anernate certfication was a particularly important source of minority teachers.
Thirteen percent of the alternate route teachers were black and 28 percent Hispanic.
‘Tne corresponding figures for tracitonally trained teachers were 6 and 21 percent.
respectvely. }¥°

Opponents have disparaged the professionalism of teachers who enter by alternate
routes. Again. however, the data fail to support these claims. Attrition among aiter-
nate route teachers has generally been no greater than among other new teachers in
the same systems.® Attitudes toward teaching expressed by alternate route teachers
compare favorably with those held by conventienally trained instructors. Ina 1992
survey of persons who had inguired at the U.S. Department of Education (and
selected other sites) about alternative certification, nearly seven out of ten indicated
that value or significance of educaticn to society was cne of the three main reasons
they wanted to teach. By contrast, only 32 percent of public school teachers who
participated i a comparable 1990 survey cited this as a reascn for entering teaching,
and onrly 38 p=-cent indicated 1 was an important factor in their decision to remain &
teacher. Conventionally prepared teachers were substantially more likely to respond
that job security and jong summer vacations had influenced their choice of career.3’

To summarize, the evidence on alternative certification and employment practices in
the private sector fails 1o support the notion that preservice professional education s
an indispensable crerequisite for successfui teaching. It may help; indeed, nearly half
the respandents to the aforementioned survey indicated that education courses were
farly useful in training peopie how to teach or instruct students. Another |8 percent
found them very useful. Howaver, nearly three-quarters believed that the ability to
teach had more to do with natural talent than with college training. The percentage
was figher stl! among thase who were actually teaching (80 percent).

Costs of Reguiation

As the foregoing discussion shows, reforming teacher educauon in line with the rec-
ommendations of the Holmes Group and the NCTAF is uniikely to improve teacher
preparation significantly. Still, as there is some evidence that teachers find education

courses useful, why not proceed with reform in the hope that something good will

come cof t? What narm can 1t o to try?

Thne arswer s twofold. First. licensing and accreditation erect barriers tc entry that
ascourage talented wdviduals from becoming teachers. These barriers deter teacn-
e's row, unger the current censing regime. The deterrent will be greater st of it
beconmes more costly and t'me-consuming to acquire a license. Second, reforms that
empower ¢rganizaticns of prefessionar educaters 1o determine accrediation and
iicensing standards car stfle innovation and increase the tkelihood —-already great -
thoe s

reacrer edulaten w be shaped by dedlogy rather than sohd research.

!
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NCATE presently denies accreditatior to 18 percent of programs on a first applica-

tion. Although many of these programs are later approved cn appesl or a subsequent

review, it is reasonable to suppose that if graduation from an accredited program

is made a condition of licensure, some of these programs will be forced to close.

Students who would have enrolled in these instituticns will have 10 go elsewhere

if they wish to teach. Some no doubt will. But the capacity of other programs to

absorb them may be ccnstrained, particularly if accredited programs are expected

to meet other expensive standards established by NCATE regarding the ratio of

students to faculty. the presence of full-time tenured faculty engaged in research,

and program autonomy (which requires hiring more administrators. staff, etc.). in

addition, some of those who now study education will not seek new schoo's. in

‘ part because their latent interest in teaching is never awakened. A

teacher education program serves more functions than the delivery

of training. It is a source of information for students who want to

know more about teaching careers. It provides counseling and advising.

Activities of education faculty and students may arouse the curiosity of
ther students who had not initially considered careers in teaching: a

certain amount of werd-of-mouth recruitment that occurs on a cam-

pus with a teacher education program will not take place if that pro-

gram shuts down.

Even if the programs denied accreditation are uniformly weak. closing
them can cost the profession some talented teachers. Student popula-
tions are heterogeneous: the dispersion of licensing examination scores
within most teacher education programs in Missourt 1s nearly as great
as the dispersion over the entire state.38 In the college with the high-

d to est failure rate, the dispersion in scores actually exceeds that for the

 pressure states state as a whole. Thus. even in this program an appreciable number

chool of students did well on the exam. There are capable prospective
teachers in the poorest programs.

Obviously, the harm is greater when good programs are forced to
close. The principal culprit here 1s cost. Complaints about the cost of
preparing documentation for NCATE are common.3? However, it is
probably the expense of modifying or restructuring a program to make :t acceptabie
to NCATE that 1s mcre threatening to sma'! iberal arts colleges. In such institutions,
education methods courses are often taught by adunct faculty with 0o responshilties
for research. There mzy be no departrment of education, only a non-degree program
staffed by faculty from other departments (e.g., psychology). Such nsututions have
dfficulty meeting NCATE standards concerning the qualifications and responsibilites
of professional ecucation faculty and the autonomy cf the program.

in the past, faced with the oppositon of liberal arts colleges and other simall instiu-
tons, NCATE has backed off proposais t¢ require mimimum facuity-stucent ratios o

S0 . .
expenditures per studert.”  This may change f accrecitation beccmes mandaiory,

The Thomas B Fordham Foundation ¢ 53

£7



Date Ballou and Michael Podgursky

put even if it does not. the views of organizaticns like the Natcnal Commussion and
the Holmes Greoup could influence NCATE's examining teams. Programs that are not
prepared to spend heavily on teacher education might therefore be in jecparay.

This 1s more likely given the special interest groups represented in NCATE. The two
mayor teacher unions are particularly influential. They prowide financial support and
through their positions in the governance structure help to shape the counat’s
policy.*! The unions have a clear interest in restricting entry to the profession, creat-
ing shortages of licensed personnel that can be used to pressure states and local
schoc! boards to rase saiaries. Recent history shows that the unions
will use thewr influence to reduce the number of accredited programs.
in the mud-1970s, the NEA obtained more power within NCATE's - There is no
governing bodies and greater representation of teachers on examining question that
teans. The proportion of programs denied accreditation subsequently
doubied, irom one in ten before 1973 to one in five throughout the _
rest of the aecade 47 preservice

training would

prolonged

NCATE rewised s standards for accrednation i 1987 and again in

:995. The coundal has anraunced that stilf another revision s under- detgr many if
way ("NCATE 2007, Under the new system, organizations repre- not most of
senf.ﬁg sudect dsoplnes will have a greater role it accreditation the individuals
czosions. These organizatons inciude the National Council of Teachers B

of Engush CNCTE) a constituent member of NCATE that has been a who now

vigoraus preoanert of child-centered instruction, including whole . enter through
language wnstructan for reading i the primary grades. The NCTE's ah_ernate routes.

recomrendators for language instruction reprezent the wirtuzl antithe -
s of current efforts 10 set clear. zftainable standards for student

arveverment and 10 hoid students and therr teachers accountable for meeting these
guzls. For 2xample. ar ts 1592 annual meeting. the NCTE approved a rasolution
calling or Engiish teachers to refran from grading student writing. The rationale
offered by ane of tre sponses shows both the ixluence of the chug-centerea phi-
iososhy and the categorizal think-ng of the ‘ue believer 43

Grading serves no educancnal purpose. Stud=rts have 1o iearn 1¢ lake
responsibiley for decidng what they weant to de with therr own writing, and
the whole reialionshp s undermired fin tre end yau say. ‘B

As patt of the Gaals 2000 education ~tiative, the federal government schiced

natanal stendarcs for Engish-language art: curnicula from the NCTT and the

'rterratonal deading Asscaten (anotrer NCATE member organizatcn: Pubic

reactor 1o e resuiting gudelines. ssuea 2 796, was one of aismav mixed witn
As a New York Tres egzonal put @

Goven (mer professionz cregent < TESE W B UDE CLU'C Rdve DICTuCel

bS]

Cear ancd case for greater competen e nostardarc Engisn, with it an C e

VOLADL &7y and ts s oe yel sunoie grammar, inctezd. e gu dehng wrtes
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quickiy vanished into a fog of euphemism and evasion. Nowhere in their list of
12 basic rules will you find the prescriptive verbs “should” or “ought.” Simple
declarative sentences are equally hard to find. The rules coze with pedagogical
molasses, as in No. 5: “Students employ a wide range of strategies as they
write and use different writing process elements appropriately to communicate
‘with different audiences for a variety of purposes.” What, pray tell, are “writing
process elements”?44

Another NICATE constituent organization is the National Council for Teachers of
Mathematics. which, as we have seen, has issued controversial standards for the
teaching of mathematics. California, which adopted a curriculum based on the
NCTM standards in the {980s, subsequently replaced it with a more traditional
program. The state's action was due in large part to the dismal performance of stu-
dents on the state's mathematics assessment. Requiring that teacher preparation
programs be accredited by NCATE could put organizations like the NCTE and the
NCTM in a position to insist that English arnd mathematics teachers be trained in
methods of dubious educational value. The result may be to stifie innovation by
denying educators the opportunity to try alternative ideas. instead, the prevailing
orthodoxy within organizations like the NCTE and the NCTM would acquire the

force of law. reducing the pressure on these bodies to support their prescriptions
with solid research.

The reforms advocated by the Hoimes Group and the NCTAF raise entry barriers to
the profession by making it more time-consuming and expensive to acquire a license.
ft has been estimated that even a modest increase in preservice training—requiring a
fifth year of study— would double the cost of becoming a teacher.*> These reforms
will deter many individuals from pursuing teaching careers.

Consider first the impact on alternative certification programs. There is no question
that prolonged preservice training would deter many if not most of the individuals
who now enter through aiternate routes. In the aforementioned survey on alterna-
tive certification, prospective teachers working outside education cited traditional
licensing requirements more often than any other reason for not seeking a teaching
position. When asked why they had not applied to a traditional teacher education
program, time and expense were the most common answers. 46

Career-changers are not the only prospective teachers who will be affected.
Prolonging teacher education will deter undergraduates who are: wavering between
teaching and other options, since any increase in the requirements for a teaching
hcense leaves less time for courses that will be helpful if they end up pursuing other
careers. This reform will therefore tend to screen out (by their own choice) prospec-
tive teachers with the interest and ability to enter other professions. The effect is
precisely the opposite of other reforms intended to improve teacher recrurtment,
notably increases in teachers’ salaries. It 1s the purpose of a pay 'ncrease to induce
capable persons wavering between two careers to choose teaching. By contrast.
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raising licensing requirements has the perverse effect of discouraging indiv.duals with
aftractive alternatives to teaching.

Teach for America shows that many young people are drawn by the prospect of
teaching without first spending a year or two taking professional education courses.
Only 22 percent of the corps members who arrived for summer training in 1997
indicated that they would have pursued a teaching career through the traditional
route, had they not joined Teach for America.4’ Moreover, many
Teach for America corps members remain in teaching after their two-

Organizations
year enlistment period ends. Of the 784 former corps members who g
responded to a 1998 alumni survey, 53 percent were employed in that would
education, the great majority as classroom teachers.*® This shows the play a leading-

importance of giving talented persons an opportunity to find out
whether teaching is the right career for them without putting high bar-
riers 1o entry in therr way. Prolonged preservice training discourages
individuals who want to try teaching before making a lifelong commit- have endorsed
ment to it, even though high rates of atirition from the professicn
make this an eminently rational strategy.

role in

accreditation

educational
methods of
Finally, there are some individuals who, intending from the first to
teach only for a few years, are clearly discouraged by the requirement
that they earn a credential that has no value outside the teaching pro-
fession. Yet writing off their contribution because they will not spend their entire
careers as teachers would be a mistake, as researchers at the Harvard Graduate
School of Education have noted.*?

dubious value.

In a society with abundant opportunities for talented college graduates and
a tradition of labor market mobility, it will never be possible to persuade
two milion of them to teach their whole lives. Public rhetoric that implies
personal fallure when a teacher leaves the classroom after successfully
teaching for a number of years may deter many of them from ever setting
foot in a classroom.

According to a consortiurn of teacher educators from sixteen of the most presugious
colleges and universities in the northeast, terminating undergraduate programs in
education and replacing them with post-baccalaureate programs would significantly
reduce the number of students entering teaching from selective liberal arts colleges.
The consortium therefore opposed the recommendations of the tHolmes Group,

supporting instead certification options for students desiring tc teach dir. tly upon
graduatnon.50

Implications for Policy

The preservice training required of teachers represents a barrer to entry that deters
many from pursuing a career in education. This 1s true under the current system;
the problem wii! certainly grow worse if regulatory reform raises the bar. Thus.
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any improvement among teachers who complete the new requirements must be
weighed against the lost talents of those who would have become teachers under
the current system but are deterred from pursuing teaching careers when additional
hurdles are put in their way. Too much is unknown about the impact of reform to
quantify these things with precision. But the evidence strongly suggests that the costs
may be substantial compared to the benefits.

First, there is little indication that the reforms under consideration would significantly
improve teacher training. Graduates of NCATE-accredited programs appear to be

no better than teachers who have graduated from other programs. There are doubts
about students’ capacity to benefit from longer preservice programs, given the impor-
tance of learning on the job. Organizations that would play a leading role in accredi-
tation have endorsed educational methods of dubious value, raising further questions
about the benefits of reform. in addition, teaching ability appears to be much more a
function of innate talents than the quality of education courses. Teachers themselves
tell us that this is so. We come to simifar conclusions when we examine the determi-
nants of scores on teacher-licensing examinations. Finally, teachers who enter through
alternative certification programs seem to be at ieast as effective as those who com-
pleted traditional training, suggesting that training does not contribute very much to
teaching perforrmance. at least by comparison with other factors.

In these circumstances, the primary focus of policy should be the recruitment of
capable persons into teaching. it is more important how teachers are selected than
how they are trained. Schools of education have not demonstrated that they are able
to turn mediocre students into effective teachers. If they could, our conclusion might
be different. As matters are, efforts to improve teacher training should not interfere
with the more critical task of raising the quality of the pool of prospective teachers.

This is precisely where the reforms under consideration fail. They offer little protec-
tion to the public from incompetent or corrupt local school administration. For
example, even If it were true that programs accredited by NCATE were superior to
non-accredited programs, many graduates of the former have weak preparation in
their subjects and receive low (albeit passing) scores on licensing tests. Requiring
NCATE accreditation would do nothing to prevent an undiscerning school district
from hining the weakest graduates of the weakest programs that meet NCATE's
undemanding standards.

On the othar hand, districts that seek out better teachers will find the poo! of
promising applicants reduced, not merely in size but in quality, as new barriers to
professional entry discourage persons of above-average ability from pursuing careers
in education. As a result, the imited benefits realized by these reforms come at too
great a price. Public schools are deprived of the chance to hire capable individuals
who are deterred by the high costs of obtaining a license, solely to ensure that the
teachers they do hire have completed an “improved" program of professional educa-
ton of comparatively modest value. This 1s not ar appealing trade-off, particularly if

The Thomas B. Fordham Foundation ¢ 57

nceT COPY A\IA\LAB\—E 1



Dale Ballou and Michael Podgursky

there exist other policies that can achieve reformers’ legitimate goals at

lower cost. )
Testing provides

Testing Teachers a flexible,

L . relativel
Organizations that advocate the reform of teacher education, such as € 4

the National Commission on Teaching and America’s Future, also inexpensive way
endorse the use of examinations and other assessments to determine for teachers to
when teachers are ready to enter the classroom. Their support for a
hybrid system should not obscure the fact that the two approaches to
licensure are conceptually and practically distinct. Licensing on the basis knowledge of

of test results represents an important alternative to transcript-based [EEIJIZS SN N7l ag]
licensing. In a test-based system, course work would become sub-
sidiary to the examinations. Smarter students and born teachers could
get through faster. By eliminating superfluous requirements—if in fact _
that also happens—licensing based on demonstrated competence or minor.
could significantly lower the entry barriers that deter capable persons
from becoming teachers.

demonstrate

they do not hold

a college major

Testing teachers’ knowledge of their subjects is not a new idea: twenty-twc states
already assess subject knowiedge, mostly through standardized, multiple-choice
tests. Some of these tests are not rigorous and the scores required to pass are low.
However, these are not objections to testing per se. With decades of experience
developing similar tests for student achievement, test-makers have acquired the
expertise to construct examinations that provide an accurate, comprehensive
appraisal of teachers’ subject knowledge. Sophisticated methods are available

to screen items for culturai bias. Compared to the alternative—counting course
credits— standardized tests afford a much more uniform, consistent basis for
determining whether prospective teachers know their subjects.

in addition, testing provides a flexible, relatively inexpensive way for teachers to
demonstrate knowledge of subjects in which they do not hold a college major or
minor. As a result of the proliferation of interdisciplinary studies and the overlap
between traditional fields. many college students receive substantial training in sub-
jects in which they neither major nor minor. Area studies and foreign language
majors study a great deal of history. Economics majors learn a lot of applied mathe-
matics. Students of international relations receive a background in history, geography,
and comparative political systems. Communications studies majors, depending on
therr area of concentration, may have learned a great deal about journalism, psychol-
ogy. sociology, and current events. This blurring of boundaries between traditioral
fields poses considerable practical problems for transcript-based ficensing. By contrast,
the maker of a subject examination can be indifferent to what graduates have studied.
focusing instead on what they are expected to teach. Although the tests in use have
not reached this level of specificity, in principle there could be a test for each school
subject. Thus, a teacher who sought to teach beginning algebra could demonstrate
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the required competency in the subject by passing a surtably designed algebra test.
An English teacher with a knowledge of history (whether or not there 1s anything

identifiable as a history course on her transcript) could qualfy for a ficense by passing
the history exam.

Teachers' interests change and develop over the course of their

Given the modest B careers. A licensing system should be flexible enough to recognize

correlation

new areas of expertise. In 1986, the Carnegie Forum on Education
and the Economy articulated a vision of a profession marked by deep

between test intellectual curiosity and ambition.>!

" scores and
teaching
performan

is inevitabl

that there

Teachers should have a good grasp of the ways in which all
kinds of physical and social systems work; a feeling for what
ce, it data are and the uses to which they can be put, an ability to
e help students see patterns of meaning where others see only
confusion.... They must be able tc learn all the time, as the

will knowledge required to do their work twists and turns with

be individuals new chailenges and the progress of science and technology....
with mediocre We are describing people of substantial intellectual

test scores

accomplishment.
who P

would nonetheless When public schools succeed in recruiting teachers of this caliber, the

be effective in

the classroom.

licensing system should not erect obstacles that prevent them from
teaching subjects in which they have developed knowledge and exper-
tise, solely because they have not earned the right college credits.

The more difficult issue in subject matter testing is where to draw the
cutoff score. Everyone agrees that teachers must know something about the subjects
they teach: the hard question is, how much? Research shows that there is a positive
correlation between teachers’ knowledge of their subjects and the achievement of
their students, but the correlation is not very high.52 Many things affect teaching per-
formance besides how well the teacher understands the subject. Given the modest
correlation between test scores and teaching performance, it is inevitable that there
will be individuals with mediocre test scores who would nonetheless be effective in
the classroom. {And, conversely, some who pass the exam should not teach.) The
problem with an examination-based licensing system s that it does not permit school
systems tc consider all of the relevant information when filiing vacancies. if a prespec-
tive teacher falls even one point short of a cutoff score on an examination, districts
are not allowed to consider any other factors to determine whether this individual
might be an effective teacher.

Proponents of subject matter testing often argue that the purpose of the test is only
to screen out teachers whose knowledge of the subject falls below the minimum
level necessary to teach effectively. They acknowledge that there is more to teaching
than subject matter knowledge, but they maintain that below some minimum know!-
edge of the subject a teacher cannot be effective, no matter what his or her other
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qualties. They are night, of course. Someone who knows nothing at all about a

subject cannot teach it. But this does not answer the queston: what i1s the minimum

necessary for effective teaching? In fact. no one knows. This 1s not surprising. It is

exceedingly difficult to specfy this cutoff, for in drawing such a line, we are saying
that no one who scores below it can be an effective teacher, that there 1s no possibil-
ity of compensating with resourcefulness, charisma, energy, humor, or any of the
other personal traits that can contribute to good teaching. The difficulty of estabiishing
such a cutoff has fed many educaters to argue that hcensing decisions should not rest
on the results of any one assessment, but that subject matter tests rnust be weighed
with other factors in deciding whom to license. Whether this 15 a better policy
depends, hcwever, on the quality of the other information avallable to the licensing

authority.

Assessments of Teaching Performance

Until recently, knowledge of how to teach has been assessed in the same way as

knowiedge of what to teach: through standardized written examinations. Such tests
of pedagogical knowledge have come in for a great deal of well-deserved criticism.
Because so many teaching decisions are highly context-specific, test tems regularly

fail to assess examinees’ knowledge in a meanirgful way. Either the sit-
vation is so simplified that context is relatively unimportant—but then

the answer is obvious—or important contextuat facts are omitted and
the correct answer is unclear.

In response. the Educational Testing Service, which produces the
National Teacher Examination and the Praxis series, has begun devel-
opment of more open-ended, constructed response questions on
teaching knowledge 33 As envisioned, these questions will pose a richly
described problem situation to which test takers will respond by writ-
ing a short essay. Trained readers will then grade these essays. Still,
many questions remain about the consistency of graders' scores and
the relatronship between test results and eventual teaching perfor-
mance. Even at best. examinations of this type provide only a partal
measure of teaching ability. They assess professional knowledge. They
do not measure affective traits. Thus, when such examinations are

Authentic

assessment is
time-consuming
and expensive.
There are

doubts about

the objectivity

of evaluators

and the reliability

of their ratings.

used for licensing teachers, thay exhibit the same drawbacks as subject matter tests.
Because they measure cnly some of the attributes of a good teacher, licenses may be

denied teachers who have other, compensating attributes and abilities.

Proponents cf licensing reform, concerned about the triviaiity and irrelevance of
written examinations, have argued the need for authentic assessments based on
performance under classroom conditions With this goat in mind, one of the ieading
organizations in the reform movemenrt, the National Board for Professional Teaching
Standards (NBPTS). has issued standards for what effective teachers should know anc
be able 10 do. Among these standards are tre following representative e><arw'\_r_>les:34
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» Teachers use a vanrety of methods and materiais to promote individuai devel-
opment, meaningful learning, and social cooperation.

* Teachers use their knowledge of child development and their retationships
with children and families to understand children as individuals and to plan
in respense to their unique needs and potentials.

* Accomplished teachers create a caring, inclusive and challenging environment
in which students actively learn.

As the examples show, the language of the board’s standards 1s very general. The
iack of specificity is, to some extent, a reflection of the very probiem that makers

of standardized tests confront: teaching decisions are highly context-specific. Were
the standards of the National Board more precise. they would run the risk of being
overly prescrnptive. The difficult task of translating these vague guidelines into perfor-
mance-based assessments for new teachers has been taken up by another organiza-
ton, the Interstate New Teacher Assessment and Support Consortium (INTASC).
Examples of these assessments are portfolios. laboratory exercises and simuiations,
and classroom observations.

Performance-based assessments have become extremely popular in education crcles.
NCATE has announced its intention to use performance-based assessment to judge
the quality of a program's graduates in the next revision of its accreditation standards.
It 15 naive, however, to suppose that these instruments are popular solely becauise
they correct defects in traditional standardized tests. Assessment instruments ke
portfolios answer a host of other fashionable concerns, such as the desire for exami-
nees tc become active discoverers and producers of their own knowledge (an echo
of the constructivist paradigm).®® Such assessments are aiso significantly less threaten-
ing to examinees. Standards are fuzzy: there is the comforting thought that no one
right answer exists; allowances are made for different cultural perspectives. Teachers
are likely to be given the opportunity to portray themselves in the best possible light
by choosing the materials for their portfoiios or the lessons they will be observed
teaching.

In addition, authentic assessment is time-consuming and expensive. There are doubts
about the objectivity of evaluators and the reliability of their ratings. When assess-
ments are conducted in the field, 1t 1s difficult to control for a variety of factors that
affect performance. Yet the high cost of conducting laboratory trials means that sub-
jects are typicaily evaluated on a relatively small number of tasks, also compromising
reliabiity. In addition, little 1s known about the pred:ctive validity of these types of
assessments and whether they are superior in this regard to more traditional ways

of testng teachers.>®

Because the resuits of performarce assessments are confidental and the methods
used by the Nationa! Board are proprietary information, 1t is difficult to learn much
about the details of performance-based assessment. Fortunately, there are a few
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excepuons. One 1s a pilot project undertaken in Maine to explore the feasibility of
replacing transcript-based iicensing with a competency assessment. Foliow.ng the ieac
of the National Board and INTASC. participating teacher educators established stan-
dards for what a beginning K-i2 teacher should know and be able tc do. Superwisors
of student teachers were then asked 1o write up classroom observatiors, indicating
whether these standards had been met. Severai cf these assessments were included
in a report on the pilot program to the State Board of Education.

As the following excerpts show, supervisors found it difficult to fit their observations
nto the framework of the standards. Often the connection between the standard
and the teacher’s actions was unclear. Fairly trivial act:ons were accepied as eviderce
that the standard was met. Supervisors tended to write about things they likeg ever
if the behavior was unrelated to the standard in question. In some cases they grasped
for something that seemed to apply. however tangentially.

For example. the following report was submutted to show that a student teacher
had met Standard VHi: Understands and uses a varety of formal and informal assess-
ment strategies to evoluate and support the development of the learner. {All excerpts
are from State of Maine Advisory Committee on Results-based Initial Certificatior
of Teachers, Final Repert to the State Board of Educauion and the Commussioner cf
Education, 1997.)

The setting for this description 1s an art ciassroom in an urban high schoot

in southern Maine. At the beginning of class. Janice, an Art Educauon intern...
hands out a rnedia Iiteracy pop Guiz consisting of a magazine advertsement
and a biank sheet of paper to pairs of students as they settle in at their
tables. She directs their attention to questions written on the board: Before
you get started on your masks, work with your partner to answer these
questions. They relate to the lesscn on advertising. Put the finished papers
here on my desk. This quiz 1s a test of knowledge gained i a previous med-a
Iiteracy iesson.

This teacher has merely administered a pop quiz on material covered earler. There
15 only one assessment strategy in evidence here. not a variety, and nothing tc indi-
cate that the quiz was particularly well-constructed or contributed to student learruing,
as stipulated by the standard. Students were allowed to prepare answers in pairs.
suggesting that this teacher was trained to use a pedagogical method currently in
fashion. cooperative learning. But if the pop quiz 1s intended as an assessment rather
than merely a learning experience, her judgment s gquesuonable. Even staunch pro-
ponents of cooperative learning usually siress the importance of mairtzining indwidug’
student accountabihty.

The following report was cfered 10 shcw trat a student teacner met Standarc
Demonstrates a knowledge of the cenirai cor cepts. tools of irquiry. and structures of
the discipline(s} she or he teaches.
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Student teacher, J.N., taught science, specifically five microganisms [sic], to a
heterogeneous grade 5/6. She included in her instruction guidelines: scientific
journaling (emphasts on precision, accuracy of drawing and writing), how to
share materials in a manner that respects both the things themsalves ard the
people using them, and several opportunities to work with five seif-selected
and interested first grade partners (emphasis in original). |.N. developed an
equitable and innovative rubric including clear guidelines for group work.
clearly defined outcomes for the two and one-half hour laboratory which used
microscopes, slides, live one celled organisms, and an electron microscope that
J.N. had obtained from her own home school district through a successful co-
authored grant application. Using a previously developed learning style profile
of the class, |.N. made sure that every student had an opportunity to succeed
based on lesson objectives that she developed from a wide variety of assessed
student strengths.

The writer 1s clearly impressed with the performance of this student teacher, and
indeed, this may have been an excellent lesson. But the things that have impressed
the supervisor have little to do with the standard, which concerns mastery of subject
matter. instead, the supervisor focuses on teaching methods (how clear the instruc-
tions were, how the students worked cooperatively, how alil students had a chance
to succeed) and the materials used in the lesson. The only part of this description
that relates to the standard is the second sentence, where the supervisor remarks
that students were taught the importance of keeping precise, accurate records in
scientfic work.

The following submission pertains to Standard II: Demonstrates the ability to integrate

other disciphines, their concepts, tools of inquiry, and structures of other disciplines with
the discipline she or he teaches.

Student teacher. G.H., taught social studies to an eighth grade class, developed
in concert with his mentor teacher. a unit on immigration. G.H. asked students
to design and illustrate family shields...of the countries from which the students
were traveling to the U.S. Students researched their countries of origin, pre-
sented oral reports on their reasons for leaving, wove together fact and fiction
into powerful stories of courage and pride in who they were. G.H. feels that
eighth graders, particularly, grow from imagining themselves to be what they
may not yet be in reality; for example, one day students were creating their
visas. A boy barely 52" described himself as a 6’4" 229 Ib Russian from the
Ukraine. G.H. also has begun an inventory of what motivates these students
and which of the multiple inteliigences (proposed and described by Howard
Gardner and his team) best fits their emerging intellectual and social strengths.
Linked to those multiple intefligences inventories G.H. has produced a list of
choice opportunities for each student to use in developing and presenting
knowledge of their (sic) native culture.
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In addion. immigrants/students kept a journal of the events of their
journey. in the journal they answered teacher-generated questions

, . , Authentic
about conditions of passage. problems and dilemmas encountered,
and joys and sorrows witnessed and lived through. assessments
Apparently the writer believes the student teacher has met Standard I are apt to be
because he has integrated art (designing shields) and creative writing perfunctory and

(stories, journals) into the teaching of social studies. These may have
been sound teaching devices, but therr refation to the standard is not
clear, as neither appears to be a concept or tool of inquiry from anoth-
er disciphne. For example. were any literary concepts introduced? Did both the talent

superficial unless

evaluators have

the teacher even check student journals for grammar, punctuation or and motivation
style? Successful integration of methods from other disciplines also

to look beyond
requires that they not be overused. But this question slips between the

_ the vague
cracks in this report: we cannot tell if the teacher relied too much on _ g
student-produced art and fiction at the expense of more conventional standards given
materials. them and conduct
Our comments are not meant to disparage the performance of these a truly probing

new teachers or the conscientious efforts of supervisors to carry out
the complex task they were given. Rather, this discussion is meant to
bring out two things: how hard it is to make standards like those of the
National Board the basss for meaningfu! performance assessments, and performance.
how difficult it is for outsiders reading these reports to ascertan
whether teachers truly possess the desired competency. Supervisors
had trouble determining the kind of teaching behavior to which each standard
applied. There was no yardstick to measure whether a standard had been met. If the
supervisor could identify something that seemed to fall under the right heading, that
was good enough. Ultimately, supervisors used the standards as a very lcose frame-
work for describing things the student teachers did that the supervisors hked. As a
result, procedures of this kind are only too likely to reproduce the flaws of the pre-
sent education system. Teachers who use trendy pedagogical techniques will be
applauded. Ideclogical biases will enter supervisors’ assessments and influence licens-
ing decisions.

analysis of a

candidate’s

There 1s no reason to think that this 1s an solated example, somehow atypica! of
performance-based assessments. Standards were patterned on those of INTASC and
the National Board: evaluations were carried out by experienced teachers. Given the
nebulousness of the standards. much depends on how these guidelines are interpret-
ed. the perspicacity and professional judgment brought to the supervisory task, and
the ability to convey in writing a full picture of the candidate’s strengths and weak-
nesses. Authentic assessments are apt to be perfunctory and superficial unless evalua
tors have both the talent and rnotivation 1o 1ook beyond the vague standards given
them and conduct a truly probing analysis of a candidate’s performance.
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Implications for Policy

Performance-based teacher assessments are stll in the process of development and

it1s premature to conclude that they cannot play a useful role in teacher licensing.
Clearly, a comprehensive, dependable assessment of teaching ability could be of
great value. it would create the possibility of placing teacher licensing on an entirely
different basis: if competency could be assessed directly, states could (and should)
dispense with all education prerequisites (save, perhaps, that teachers hold a college
degree). Teaching positions would be open to those who demonstrate the ability to
do the job. To the extent that education courses help prospective teachers acquire
the skills and knowledge that a competent teacher should possess, schools of educa-
tion would continue to attract students and play an important role in teacher prepa-
ration. But schoot districts would also be free to hire teachers with unconventional
backgrounds: born teachers as well as individuals who learned to teach in other set-
tings, such as private schools, the military, tutoring centers, and the human resource
departments of large corporations.

At present, however, we are not in this best of worlds. The available instruments

for assessing teachers’ knowledge and skills are incomplete: they measure some
things that contribute to effective teaching but rot all of them. Subject knowledge

can be measured with considerable accuracy (even if some of the tests in current use
do not). Tests of professional knowledge do not possess the same validity. Other
important attributes of a good teacher. including a wide range of affective characteris-

If we raise the

passing score on
the exam, we
will get teachers
who know more
and more about
their subjects,
but there is not
much reason to
think they will
be better in

other respects.

tics. are not measured at all.

For all their imperfections, it 1s better to use these tests than to allow
grossly incompetent or corrupt administrators to hire anyone they
like. The problem with high-stakes testing becomes apparent when
we consider the distnicts—presumably the majority—in which con-
scientious administrators seek to hire the best available applicants.

As noted above, there 1s evidence that hiring procedures are flawed
and that often the best choices are not made. But this is not to say
that administrators are wholly inept. They are using some of the
information available to them to decde who will be an effective
teacher, even if they are not using ail of the information in the most
efficient way. The crux of the problem is this: when teacher tests are
used for licensing decisions, districts are effectively compelled to ds-
card information about prospective teachers who scored below the
cutoff. Yet districts enjoy substantial advantages over cutside authori-
ties when it comes to assessing teaching ability. Many teachers are
hired :n districts where they have done student teaching or served as
substitutes In such cases. principals will often have first-hand know!-

edge of teaching performance based on classroom observation as well as feedback
from other teachers. parents. and students. This puts the principal in a position to
make judgments about aspecis of teaching performance that hcensing exams measure
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poorly, if at all. To a lesser extent, the same s true when schools have candidates
teach a sample lesson and put them through a rigorous set of interviews. On top of
this, school officials will have knowledge of local needs and circumstances bearing on

an applicant’s suitability that external examiners cannot begin to match.

We have come back to a problem discussed above in connection with the reform of
teacher education. Licensing restricts districts’ choices. This is socially beneficial when
a district would otherwise make exiremely poor hiring decisions. But to achieve this
goal, state hcensing ties the hands of all other districts as well. The impact 1s most
adverse where administrators have the greatest trouble recruiting in the first place.
These districts, often serving poor and working class children, hire many teachers

who are unable to obtain jobs in systems with higher salaries and bet-
ter working conditions. Such teachers will, on average, lie closer to the
cutoff on any licensing examinations that are given: they are the mar-
ginal candidates who just get by. Since the licensing test is an imperfect
indicator of teaching ability, a schoo! system that hires such teachers
will find it beneficial to be allowed to consider applicants who did not
pass the licensing test, who are marginal on the other side of the line.
Because the district has information about teaching ability that differs
from that provided by the test alone, it will correctly find some of the
marginal (but failing) applicants superior to the marginal (but passing)
applicants it must otherwise hire. This other information need not be .
perfect—indeed, districts might nct be much better than the test at
identifying who will teach effectively. The key point is that this informa-
tion differs from that provided by the test. Teacher recruitment is
impaired when administrators are compelled to ignore this information
and hire teachers instead for the sole reason that their test scores are
sightly higher.

Advocates of stricter testing might admit that this is correct, yet argue
that it misses the point. A licensing system will inevitably screen out
some candidates who would have been effective, but it is worth paying
this price to ensure that all teachers meet an acceptable minimum

Because local
administrators
are in a better
position to
evaluate teacher
candidates,
the principal
focus of policy
should be
improving their
performance,
not revising
standards for

statewide

licensing.

standard of proficiency. Thus. if the standards are set high enough, we can be
assured that districts will be hiring good teachers—perhaps not as good as some

might have obtained if standards were relaxed. but good nonetheless.

The faw in this argument 1s the assumption that policymakers can set a floor on
teacher quality using the imperfect instruments available. They cannot. anensing on
the basis of a subject matter test ensures only that teachers know therr subjects, not
that they are able to do all the other things required of an effective teacher. if we
racse the passing score on the exam, we will get teachers who know more and more
abcut thewr subjects, but there s not much reason to think they will be better in

other respects. Meanwnhile, as the passing score rises, we eliminate from considera-
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uon @ growing number of teachers whe are effectve by virtue of other, untested
characteristics.

Policy Directions

In many respects, the conclusions of the preceding section echo those of this sectior.
Teacher licensing 1s not a powerful tool for upgrading the work force: the information
avalable to a licensing board or agency does not allow it to predict with sufficient
accuracy who will be an effective teacher and who will not. Because local administra-
tors are in a better position to evaluate teacher candidates, the principal focus of
policy should be improving their performance. not revising standards for statewide
licensing.

In some respects, this 1s hardly a surprising conclusion. The purpose of
If all the groups licensing 1s to protect the public from poor decisions by school admin-
interested in istrators. Yet unlike other hicensed occupations. where practitioners in
o the private sector sell their services to private individuals, both teachers
providing an

and admunistrators are state employees. Thus, teacher licensing
alternative to amounts to a curious situation N which the state licenses some of its
traditional public employees (teachers) because it does not trust other employees
{administrators) to carry out their jobs properly. One might wel! sus-

education were _
) pect there are better solutions to this probiem.

given an

opportunity to improving Accountability

compete on Public schcol administrators must face appropriate incentives and sanc-

equal footing tions to ensure that staffing ceaisions (indeed, ali decisions) are made
with the public in the best interests of the public. Generally speaking, there are two
ways this can be achieved. In the private sector, poor performance 15

schools, there 4 . , .
disciphined by the market, as parents exercise their right 1o choose
are many urbgn another school. Strengthening parental choice is one way to erhance
and suburban B accountability within public education. Alternatively, schools can be
T NI e  held accountable by setting standards for student achievement and

; SO onitoring school performance through curricuium-based examina-

tions. Recently. there has been growing interest in a third way, in

which public

schools would which school districts cortract with vendors for the provision of

face a substantial educational services, an approach that combines market competiticn
' competitivé (among vendors) with acSountablhty. represented by the contract and
its possible nori-renewal.”” Charter schools also represent a hybrid of
this type. They are subject to market dscipline. but they are also held
accountable through therr charters, which may not be renewed if the
school fails to achieve s obectives

threat.

Establishing meaningful accountabiity s ot easy. As cnitics of schoga! choice have
pcinted out, choice disapines scnools arly to the extent that parents are withing
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and able to exercise it responsibly. In addition. without a large number ¢f options

to chocse from, many students will remain in poor systems where the absence of

a significant competitive threat will perpetuate business as usual. Holding administra-
tors accountable for student achievement also raises difficult practical issues. How s
allowance to be made for factors over which administrators have no controi? Who 1s
accountable for the achievement of students who change schoois in

rmid-vyear, a frequent occcurrence in urban systems? )
Y d Y Holding schools

Real as these difficulties are, they are not insurmcountable. Evidence
from experiments in education reform indicates that both mechanisms
can be used to enhance accountability and that schools change as a
result. achievement

accountable

for student

Systematic study of the impact of choice on the performance of tradi- strengthens
tional public schools has only begun. However, anecdotal evidence the incentive
confirms what has often been observed in other sectors of the econo-

for school
my: faced with competition, even rigid institutions change. An interest-

. . . administrators
ing demonstration of this phenomenon occurred in Albany, New York,
where a phiianthropist offered $2000 toward private school tuition for to hire wisely,
any child attending the Giffen Memonal primary school, a chronically putting to

underperforming schoo!.%8 A sixth of the school's students accepted.
The Albany Board of Education, which had initially ridiculed the offer,
ended up replacing Giffen’s principal, hiring nine teachers, adding two
assistant principals, and spending more ¢n hooks, equipment, and enjoy over
teacher training. This example demonstrates a point that economists

good use the

advantage they

~licensing agencies
have icng made about competition: it is not necessary that all con- s '

_ > _ i ev-a‘?ag_t‘mg e
sumers be informed decision-makers for market discipline to wark. L ¥y e
Rather, 1t is necessary only that a critical minimum of consumers turn
to other suppliers. When this happens. firms (or, in this case. a schooi)
will begin to take corrective action. Here the critical mmnimum was
reached by the ttme one-sixth of the students had chosen other
schoals.

One of every ten elementary and secondary students today attends a private school.
Many of these cchools could accommodate more studenis. Mare schools would start
up if parents received vouchers that could be used 1o senc their children o the
school of their choice, punlic or private. The rapid growth of private tuionng in tie
form of after-school pragrams and cortracted-out instructional serwices (Sylvan
Learnng Centers, Huntington, etc.} shows that entrepreneurs are ready to respord
n varied ways 1o parents’ dissatisiaction with public schools. This entrepreneurial
actwvity 1s also evident i, the cnarter schoo! movernent. From the first schooi, which
opened in 1992, the number of charter schoois has growr te 1.100.°% There would
be stli more, were it not for inadequate start-up financing. caps on the number of
schools written inte the enabing legislavon, and impediments put i the way by

hostle hest districts. I all the groups intcrested in proweing an alternative 1 17aa:-
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nonal pubiic education were given an opportunity to compete on equal footing with
the public schools. there are many urban and suburban communitizs 'n which pubiic
schools would face a substantial competitive threat. If market discipline fails to
improve school accountability in these communities, it 1s not likely to be the result
of an inadequate reéponse by the prowiders of services or an inadequate demand for
aiternatives, but rather because artificial barriers are erected to protect the jobs of
those who work in tradional public schools.

Educators 1n the public schools have long resisted efforts to hold them personally
accountable and professionaily responsible for student achievement. Even modest
merit pay plans are resisted on grounds that too many factors beyond their control
nfluence student achievement. Requiring educators to produce results if they want
1o keep their jobs would provoke far greater opposition. Nonetheless, there is evi-
dence that high-stakes accountability works. Since 1995, Chicago has pursued an
aggressive policy of holding students and schools accountable for performénce on
tests of basic skills. Students who fail the exams are required to attend summer class-
es and to repeat grades if therr performance does not improve. Junior and semior
high schools in which an unacceptably high percentage of students fails basic skilis
tests are placed on probation and threatened with reconstitution, a process in which
administrators and teachers lose their automatic right to stay in the school by virtue
of seniority. An outside review board decides who s to stay: the rest lose their jobs
ard new teams of educators repiace them. 0

This appreach has brought results.b! Test scores have nsen for three straight years.
Forty percent of Chicago elementary pupils are now at or above the national norm
in mathematics, an increase of ten percentage points from 1995. Gains have been
aimost as great in reading. It is noteworthy that these results have been achieved
-ven though the cty's indicators for monitoring performance are the very sort that
seer most unfair to educators. No allowance 1s made for students’ incoming level of
skills. City officials rejected such a policy on the grounds that schools would then be
able to evade accountability. This may be correct. Yet under the current system, a
teacher of low-achieving students who manages to improve their test scores (but not
enough) can be penalized, while an instructor fortunate enough to have high-achiev-
ing students may teach them nothing at all without being held to account. A more
balarced approach that outs some weight on students’ net gains and some on ther
ansolute levei of achievement would provide a better set of incentives.®2

krolding schools accountable for student achievement strengther< the incentive for
schoc, aagministrators to hire wisely. putting to good use the advantage they en,oy
over licensing agencies in evaluating prospective teachers. Such a policy correctly
ahgns ncertives with information: admirustrators who are in the best position 1o
1.age shouid have the authorty to decide who will teach in their schools, reaping
rewarGs ! the deasions are sound and suffering consequen.es if they are faulty.
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Arthough the rasa’ignment of policy 1s apparent in the way teachers are mina'ly
Icensed. 1t is even more evident in policies that protect veteran teachers from dis-
missal, a clear instance in which the information available to a lecal administrator 1§
not used. Most public school systems award tenure to teachers after a few years’
continuous service. In addition, as public employees teachers are protected against
arbitrary dismissal. Districts are required to show “just cause” before teachers can be
fired, a stpulauon tha: typically entities teachers to an administrative hearng with
judicial review. Mest teacher contracts specify that layoffs be conducted on the bass
of seniority. As a result, teachers who have completed a few years of service enjoy
an extracrdmnary degree of job protection.

The number of public school teachers dismissed for incompetence 1s exceedingly
small. The cost of such efforts 1s a major deterrent: for example, a 1993 survey by
the New York State Schoo! Boards Association found that the average disc:plinary
proceeding against a tenured teacher or administrator cost taxpayers $'76.000.63
As a result, it appears that most schoo! districts take such steps only in extreme
cases. A review of employment records for ali public schooi teachers in Washingion
state between 1984 and 1987 turned up orly forty-two whose centracts were offi-
cally terminated.®* This is consistent with statistics from other states. Fewer than 6
percent of the teachers in 141 medium-sized California districts surveyed in 1982-
1984 were dismissed for incompetence.®>

By contrast. administrators :n the private sector have much greater authority in per-
sonnel matters. With the exception of some unionized Catholic high schools, teacher
contracts are written for one year and can be renewed or not as the school chooses.
There 15 no tenure. While nonrenewals for unsatisfactory performance are not com-
mon. they do occur.®® Of equal importance is the way private schools handle reduc-
tons in staff. With the exception. again. of some Cathoiic dioceses where contracts
are coliectively bargained, iayoffs are never based soleiy on seniority. For obvious
reasons, private schools seek to retain their most effective teachers, whether senior
or not. Over time, this can have a substantial effect on the qualty of the workforce.
For example, in a single year (199Q), the contracts of !.3 percent of private schoc!
teachers were not renewed because of budget iimtations, declining enrcliments. or
elimination of courses.’ If this year 1s typical, then over a decade some 10 percent
of the private school workforce, many of whom have been deemed iess effective
than their peers, are put through a competitive screening process :n which they must
prove themselves to other employers or leave teaching.

Finally. union contracts in many large cities permit senior teachers to transfer ntc
scheols with vacancies whether the principal of the receiving schoci wants them o~
not This practice 1s damaging for two reasons. First, it disrupts efforts to build a
cohesive team of teacners at tne school level, imped:ng efforts to hoid principals
accountable for student ach.evement i therr schocls. Secend. pecause transierr:ng
teachers generaily must have acceptable ratings from their current superv.scr. tnese
nternal ransfer systems <reate furiher €.s.ncentves for princpals 1C CoCument ore-
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fessional malfeasance. Instead, it 1s easier to award satisfactory ratings in the hope (or
with the understanding) that an ineffective teacher will go elsewhere in the system.

Policy Recommendations

State teacher licensing is a substitute for local accountability. As local accountability
improves, licensing becomes less important. Indeed, if school administrators make
wise perscnnel decisions, licensing loses its positive function and merely constrains

managerial prerogatives, preventing administrators from hiring the best teachers they
might otherwise find.

Propenents of stricter licensing have suggested that it would serve other purposes.
For example, some argue that, without high standards for professional training,

If school
administrators
make wise
personnel
decisions, there

is little to be

prospective teachers will choose the easiest route into the profession,
attending weak programs with low standards rather than a quality
program.®8 But this ignores the incentives facing would-be teachers.
Unlike administrators, who are acting on behalf of the public and who
must be held accountable in some fashion, prospective teachers repre-
sent only themselves. If administrators seek to hire the best available
teachers, good training provides its own reward by improving teachers’
chances of obtaining the most atiractive jobs. Regulations compeiling

prospective teachers to act in their own interest are unnecessary.

said for stricter _ .
f This does not mean that weak programs of teacher education will

licensing necessarilv disappear. Many of these programs are in weak colleges
serving, for the most part, weak students. But the fact that some of
these students major in education is of no greater concern than the
fact that others major in business administration. Public schools are
not obliged to hire the former any more than businesses are com-
pelled to put the latter in managerial positions. There i1s a problem
here, of course, but it is not one that teacher licensing can solve. More rigorous
licensing and accreditation standards m:ght lead some of these programs to close,
but if districts hire wisely, this protection is redundant: either way, weak graduates
of these programs will fail to find teaching jobs.6%

standards, or

indeed, for

licensing at all.

Some proponents of stricter licensing standards have also argued that more capable
individuals will be attracted to a profession that is seen to have rigorous entry
requirements. If regulations make 1t harder to become a teacher, the stature and
prestige of the profession will rise, which in turn will attract more talented persons.
However. those who make this claim have offered no evidence to support it, and
the argument appears to be based on wishful thinking. Although teachers regularty
complain about the lack of respect accorded them, their biggest concerns in this
regard are relationships with students and parents and the amount of time they are
required 1o devote to tasks they consider non-professional We are aware of no evi-
dence indiicating that many capable persons are deterred from teaching careers
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because they do not have to pass rigorous entry examinations or complete protract-
ed programs of professional education.

Some light is shed on this question by a {985 Louis Harris survey of the teaching
work force, in which teachers were asked whether various reforms would help to
attract good people into teaching.”? Although this was the wrong group to ask (the
question should have been put to non-teachers), nearly two-thirds
replied that requiring new teachers before certification to pass rigorous
- examinations comparable to other licensed professionals would help a ) _
little or not at all. By contrast, nearly 80 percent said that providing it is wisest to
compensation to beginning teachers comparable tc other professions rely on a mix of
that require similar training would help a lot. Almost three-quarters
were as positive about reducing the amou:nt of time teachers spend in
non-teaching duties.

.

For the present,

different policies,
strengthening

: . A _ accountability
In summary, if school administrators make wise personnel decisions,

there is little to be said for stricter licensing standards, or indeed, for .
licensing at all. Because administrators have better access than licensing  [ERAAIITEN SlelTIoT1:H
agencies to information about job candidates. the best policy s, first, to
ensure’ that administrators will use this information in the public interest
by holding them accountable for schoot performance, then to remove
unnecessary encumbrances on their ability to recruit widely and hire
the finest teachers they can find Moreover, In a system that hoids improve the
administrators responsible for student achievement, it would make little
sense to entrust others with the task of screening teacher candidates.
No one else, including a licensing agency, will have the same strong
incentive to ensure that appropriate decisions are made. As we have
seen, this is of particular concern when licensing relies on the results of performance-
based assessments, in which the quality of informaticn is highly dependent on the skill
and motivation of third-party evaluators.

and incentives

but not omitting
other measures

thdt would also

.qualit; of the

work force.

However, policy often fails to achieve the best outcomes, forcing us to consider what
might be second-best. Clearly, this is the situation we face in public education today.
Although there has been progress in empowering administrators and holding them
accountable for student achievement, there is a long way stili to go. Many institutional
barriers remain. Many administrators have developed little skill in teacher selection
and appraisal. In many states, new standards for student achievement are too vague
or too weak to ensure meaningful accountability. Teacher unions vigorously resist
policies that strengthen administrators’ powers. Past efforts to enhance accountability
have often been highly disruptive, putting school systems through a great deal of tur-
moil only to achieve, in the end, rather meager results. This has made political lead-
ers reluctant to repeat them. The efforts of several states in the 1980s to test veter-
an teachers and dismiss those with low scores is a case in point. Even in Chicago.
where early indications suggest that reform has had posstive effects, city officials have
announced that there will be no reconstitutions of schools in 1998-99.
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A Policy Mix

For the present, then, it 1s wisest to rely on a mix of different policies, strengthening
accountability and incentives where possible, but not omitting other measures that
would also improve the quality of the work force. In this policy mix, what is the role
for teacher licensing?

We begin with what licensing policy should not be. It should not increase the already
substantial power and influence of private organizations of education practitioners.
Such organizations include teacher unions as well as bodies like the National Council
of Teachers of English and the National Council of Teachers ol Mathematics, con-
stituent members of NCATE. Given the clear interest of incumbent teachers in limit-
ing teacher supply, organizations in which unions play a prominent role, such as
NCATE, should not be placed in a position in which they can effectively shut down
programs of teacher education. Subject specialty organizations like the NCTE and the
NCTM have endorsed approaches to teaching that are controversial and of doubtful
educational value. Simple prudence suggests that it is unwise to require every teacher
education program in the country to meet standards set by these organizations.
Instead, policy should promote a vigorous competition in ideas that compels educa-
tors to present solid research defending their views on teaching and learning.

in addition, before policymakers resort to regulations that tie the hands of school
admunistrators, they should make full use of less restrictive measures that serve the
same ends. For example, mandatory accreditation is seen as a way to compel
teacher education programs to improve. Indeed. some golicymakers who do not
support NCATE accreditation have also proposed measures intended to force
improvement. These include denying federal funds to programs when too many of
their graduates fail teacher licensing exams or, in more extreme versions, shutting
such programs down.

Such measures do not protect the public from poor hiring decisions by school dis-
tricts. Districts are already prevented from hiring teachers who fail the licensing test.
Rather, these penalties are directed at the institutions that train teachers, to goad
them into raising their admussions or exit standards or improving their program con-
tent. But closing programs, for reasons we have described, reduces the supply of
teachers and impairs recruitment. Before taking such drastic steps, policymakers
ought simply to publicize scores on licensing examinations by institution. This would
make the information available to school districts and to prospective teachers, who
are likely to respond in ways that will pressure programs of teacher education to
improve. To date, this kind of information has not been readily available. Indeed,
states maintain admiristrative records from which it is possible to derive even more
revealing information, such as the percentage of a program’s graduates that are
teaching in the state's public schools, the types of districts in which they are
employed. how long they continue in teaching, and the salaries, on average. that
they earn. At present the public knows none of this.
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information i1s concealed even from those who vsculd appear to have a clear ciairn 1o
it. In states that use licensing examinations developed by the Educational Testing
Service (including the National Teachers Examination and the Praxis series), it is cur-
rent policy to deny school districts access to teachers' scores. instead, districts find
out only whether an applicant passed the test (i.e., received a license). Districts may
not learn the sceres of those who passed for purposes of deciding whom to nire.

It is the Educational Testing Service that insists on this poiicy. The reascn offered by
the ETS is that these tests have been validated for ticensing purposes only, net for
such other purposes as employment. In these validation studies. paneis of educators
were asked what proportion of minimally qualified candidates would be able to
answer a particular item correctly. Thus the tests are said tc contain information oniy
about minimal qualifications, not about qualifications «f applicants zbove that fevel.

This is a specious argument. First, it has never been established that the educators
asked this question are able to answer it—i.e., that they can compartmentalize pro-
fessional knowledge, distinguishing the knowledge that makes a teacher minimally
competent from that which contributes to performance at higher levels. Indeed, since
there is no external standard, the process is eniirely circular: minimal competerice i3
whatever these experts say it is.

Second. scores on these examinations have been found to be highly correfated with
scores on other tests of academic aptitude or achievemnent, such as college entrance
examinations. Research has shown that scores on achievement and aptitude tests
(particularly tests of verbal ability) are positively related to teacher effectiveness.

The research has not shown that there are ceilings in this refationship—levels above
which higher scores make no difference to performance. it would be surprising,
then, if the NTE and the Praxis examinations did not contain information about
teaching performance beyond the krowledge required to be minimally qualified.

In addition, states have set different passing scores. This puts ETS in the untenable
position of claiming that, in one state, it is relevant to know whether an examinee
was able to score at least 85 out of 100, but in another state (where the passing
threshold is only 80), information in the 80 to 85 range is of no value to prospective
employers. This is nonsense. School districts shcuid have access to the scores of
teacher applicants. if ETS is unwilling to validate its tests for this purpose, states
should find test-preparers that will.”!

In summary, policymakers who want to upgrade teacher education or who desire
that school districts do a better job of screening job applicants have a variety of

other instruments they can employ apart from licensing regulations. It is important
that these tools of policy be used and that licensing be limited to the narrow function
it best serves: to protect the public from the worst abuses of incompetent or corrupt

administrators. With this in mind, we offer the following recommendations for licen-
sure policy.
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I. Expand alternative certification.

States that do not have alternate routes for entering teaching should establish them.

Those that do should remove restrictions that limit the size and scope of these pro-
grams for reasons unrelated to teacher quality. For example, because alternative cer-
tification programs are often designed to facilitate mid-career changes, many will not
accept individuals who recently graduated from college. This precludes the participa-
tion of a younger, more mobile part of the workforce. Given that age is not used to
determine who may enter a traditional teacher education program, there is no rea-

son tc erect this artificial barrier to alternate route teachers.

Many other restrictions have been placed on alternate routes that prevent them from
being used to their full potential. In some states, districts may hire alternatively certi-
fied teachers only after declaring that no regularly certified teacher could be found.”?
This makes sense only if any reguiarly licensed teacher is superior to all teachers who
enter by alternate routes. This is patently false, as shown by hiring patterns in states
that do not impose such restrictions. Elsewhere, there 1s a major focus on recruiting
minority teachers for urban schools. This is a laudable goal; however, there is no rea-
son to limit alternate routes to this function, rather than the more general objective
of recruiting better teachers for all schools. Some states cap the number of teachers
whc may enter by alternate routes. In other cases, program size is constrained by
easily identfied bottlenecks—for example, a imited number of places in a required
summer workshop. These restrictions should be lifted.

Il. Streamline entry into professional development schools.

The Holmes Group and the National Commission have advecated internships in
professional deveiopment schools for all new teachers. Unfortunately, they would
delay this clinical experience until prospective teachers had completed one or two
years of education courses. We recommend that applicants instead be selected for
internships cn the basis of undergraduate transcripts and examination results and that
they begin to work at once. Essential courses can be taken concurrently with their
chnical training. This would reduce the time teachers are required to spend in preser-
vice courses and allow them to begin immediately the kind of training that they are
likely to find most interesting and useful. States wil! be even more successful in
attracting able teachers if trainees receive a stipend for the work they pe-iorm in

the professional development school.

Teacher training that 1s structured in this manner will be similar to a model of on-the-
10b training that has been successfully used in more than one hundred independent
private schools.”3 These schools hire new college graduates with no prior training m
education to serve in internships at half-pay. Interns work for one year under the
supervision and with the assistance of an experienced teacher. At the end of that
year. they may be offered a regular position in the same school, should there be a
vacancy. although the more usual outcome s for the intern to move on to another
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schoo! on the strength of recommendations from the first. The internship model
gives private schools an opportunity tc hire bright new graduates who are eager for
a real teaching opportunity (as we know from the response to Teach for America)
while at the same time making sure they are not sent unaided intc the classroom.
Although compensation s very modest (50 percent of a starting salary that is already
low by public schoot standards), it 1s clearly superior to the prospect of taking out
student loans to finance two or three years in a post-baccalaureate teacher education
program.

I, Relax licensure requirements for teachers employed in charter schools.

Teacher licensing involves a trade-off: protection from poor administrative decisions
versus the gocd that results when competent administrators are given a freer hand.
Licensing regulations should strike the right balance between these objectives.
Regulations that are set correctiy for the traditional public school will over-regulate a
school where accountability has been enhanced by other means. This is clearly the
case in charter schools. These schools must satisfy their customers and the authori-
ties that review their charters. Both are mechanisms for accountability lacking in the
traditional public school. Because they check abuses of administrators’ prerogatives,
charter schools should be granted greater freedom to employ teachers who seem
right for the school. even f those instructors have not met all the standards required
by the licensing agency.

Some states have pursued just this kind of policy by permitting charter schools to
hire unlicensed teachers. In other states, a predetermined percentage of charter
school teachers may be unlicensed.” Both policies are consistent with this principle.
However, in some states the permitted share of unlicensed teachers s small (e.g.. 20

percent). Should it become apparent that many schools reach this ceiling, these states
should raise the limit.

IV. Give schools meeting standards for student achievement the freedom
to hire unlicensed instructors if they desire.

Many states are now in the process of establishing standards for student achieve-
ment. Political and practical obstacles remain before these efforts result in a clear

set of guidelines for public schools. However, when (and if) this process is complete,
schoots will know what 1s expected of them and the public will have ways of mon:-
toring whether those goals have been achieved. When this occurs, schools that are
achieving the goals set for them should have freedom to hire faculty as they see fit.
There 1s no justification for constraining the decisions of administrators who are
performing to the public's expectations. Rather, the record of superintendents and
principals in such schools entitles them to the presumption that decisions to employ
unhicensed teachers are made for good reasorns.
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Higher salaries

are more |

to produce an

This proposal will encounter opposttion, not least from education schools eager to
preserve their role in teacher training. If it should prove politically impossible to
enact this reform, there would still be considerable benefit if schcols meeting perfor-
mance standards could employ teachers who are unlicensed when first hired, allow-
ing them to earn their licenses over time, as many parochial schools do now. This
policy would give schools access to applicants who want to try teaching before com-
mitting the time and money required to earn a license, while at the same time
preserving the role of schools of education in the preparation of teachers.

V. Complement subject-matter tests with policies to enhance local
accountability and expand the applicant pool.

For capable persons. testing raises fewer barriers to entry than does the requirement
that all teachers complete lengthy programs of preservice training. it is also 2 more
flexible and accurate way of assessing subject knowledge than requiring a specified
number of course credits. For these reasons, we recommend that
states move away from transcript-based licensing toward a testing-

based system.

ikely

Tests currently available are not comprehensive measures of teaching
effectiveness. As a result, no matter where the passing score is set,

improvement in errors will occur. Some who pass will not be effective teachers; some
teacher quality if who might have taught well will fail. As the cutoff score is raised. the

complementary

reforms of

probability of the second kind of error increases. As the cutoff score 1s
lowered, the probability of the first type of error increases. Choice of

the the cutoff must therefore take into account the frequency and serious-

type under ness of errors of both types.

discussion - -

However, the two errors are not symmetric, a fact with important

flexible licensing policy implications. Ineffective teachers who pass the test will receive

policies an

-enhanced

d licenses, but this does not imply that any of them will ever teach. The
mistake made by the licensing agency may be caught at a subsequent
stage as these individuals seek jobs. The better local school adgministra-

accountabdity -- tors are at screening job applicants, the more likely this is, and the less
are adopted harm is done by the initial error. On the other hand, if the licensing

as w'eH.

agency rejects someone who would have made an effective teacher,
there 1s no later opportunity to correct this mistake (if schools must
hire licensed teachers). Because of this asymmetry, we recommend
that licensing agencies err in the direction of leniency, particularly as policies are put
in place to enhance local accountability.

Improwving hiring practices at the district level cushions the system against the conse-
quences of setting the licensing standard too low. How can we protect against the
possibility that the cutoff score will be set too high? The answer n this case is to
expand the teacher apphcant pooi (a good idea in its own night, prowded 1t 1s done
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cost-effectively). High cutoff scores are a problem for districts that must
hire marginal applcants—teachers who scored just well enough to pass It should be the
but are not very good in other respects. These districts would benefit

. : , object of policy
from the chance to hire a candidate who scored a few points lower on

the test but is stronger in other ways. The advantage of expanding the to increase the
applicant pool is that fewer districts are put in a position where they accountability
must hire marginal candidates at all. When there are more applicants of local <
who are strong in all regards. licensing can serve its central function .

. . . administrators
without substantial unwanted side effects. It protects the public from
administrators who would make very poor hiring decisions without for studéent
unduly constraining decisions in the remaining schools. achievement,

It may seem obvious that the way to expand the applicant pool is to thereby
raise teachers’ salaries. However, raising pay alone is not kkely to pro-

enhancing
duce significant improvements in teacher quality.”

incentives to
Capable college graduates with attractive options outside teaching need
to be able to enter teaching without first completing a long preservice
training program. The latter requirement poses a barrier tc entry that
works at cross-purposes to higher saiaries. [n addition, new incentives indeed, all

make personnél

decisions—

are needed to induce school districts to focus on recruiting teachers decisions- —in the
with strong academic backgrounds. Higher salaries are therefore more
likely to produce an improvement in teacher quality if complementary
reforms of the type under discussion—flexible licensing policies and
enhanced accountability—are adopted as well.

public interest.

Conciusion

Recommendations that public schoot teachers meet stricter licensing standards are an
understandable reaction to low levels of achievement in American public schools.
However, policymaking in this area must be tempered by the recognition that the
state has imited means to compel improvement in teacher quality through ficensure
regulations. Accreditation of teacher education programs by an organization of pro-
fessional educators has not improved the quality of the workforce in any way that
we can detect: moreover, there is much potential for harm if the power to withhold
accreditation 1s used to promote untested and ill-conceived educational ideas.
Licensing on the basis of teacher tests serves some useful purposes, but the assess-
ment instruments available to date offer only an imperfect and incomplete measure
of teaching performance.

We are persuaded that real progress will be made only if local schoct administra-
tors—not licensing agencies or accrediting bodies-—are made the focus of policy.
The reasons can be summed up in two words: information and incentives. No one
in public education is in a better position to decide which teacher is right for which
school than local administrators. Principals and superintendents have access 1o better

78 + BETTER TEACHERS, BETTER SCHOOLS

o



Teacher Training and Licensure: A Layman's Guide

information about teacher candidates and school needs than distant licensing agen-
cies. If they do not use this information as well as they might, the solution is not to
hem them in by turning control over key aspects of teacher recruitment to external
accrediting, licensing, or assessment agencies. Rather, it should be the object of policy
to increase the accountability of local administrators for student achievement, thereby
enhancing incentives to make personnel decisions—indeed, all decisions—in the
public interest.
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¥¥ajan R Tom, "Externa: influences on Teacher Ecucation Programs Natonai Accreditation ang State Certificavon.”
in Ken Zeichner Susan Meinick. and Mary Louse Gomez, eds . Currents of Reform in Presefvice Teacher Education
(New York: Teache-s College Press 1996). Our own conversations with the geans of educaton scheols cenfirm
that the amount of paperwork required by NCATE s cufficently burgensome to dissuade some schoo's from
seeking accreditabion

0 b, 17-18.

41 Baliou and Podgursky. “Reforming Teacher Training and Recrutment: A Crinczi Apgrasal of the Recommendatons
of the National Commussion cn Teaching and Amarica’s Future ™ Governiment Unon Revieve 7. no. 4 {1997,
Besides the umions. the other dom:nant organization in NCATE's governance structure -s the Amencan AsscCiat-on
of Colleges of Teacher Education. which represents approximately 700 of the 1300 institutions it train teachers
These colleges might also have an nterest in seeing programs closed in rival nstitut:ons

“2 Tom, 14

43 Teacher Magazine, January 1994.

44 Editorial. “How Not to Write Ergiish.” New Yerk Times. 14 March 1996,

45 Evertson, Hawiey, and Ziotnik, 7.

46 Feictritzer. 1992. Specifically, 34 percent gave as their reasor: that they did not want 1o go back 10 college 1o take
requisite courses to meet requirements for teaching credentials. To this should be added the 27 percent who said
they ccuid not find/get into an alternative teacher certificaton program. Since survey participants could give more
than one answer. the total must be reduced by the percentage of overlapping responses (not reported). Licensing
requirements were probably also responsible for deterring some of the additonal |2 percent who said that it was
100 much trouble to find out what was required 10 become a teacher. as well as the !5 percent who ated tco
much red tape. though these responses may also show that imital interest was not very strong

47 Parsonal communication from Rebecca Berreras of Teach for Amenca. 28 January 1996. The small size of Teach
for Ame~:za has led some to wonder whether it holds any lessons for public education. However, the program
has been kept small as a matter of policy. Between 1990 and 1997, five umes as many persons apghed to ieach
for Amenca as were accepted for traming 27d placed in schools. in addition. because the program provides teacn-
ers for school districts that have trouble attracting apphcants, there are almost certainly many other hberal zrts
graduates with an interest in teaching who have ncr spphed to Teach for Amenca because they are reluctant to
take jobs in poverty-stricken rural and urban systoms

“8 These data should not be taken 10 impiy that haif of aii Teach for America volunteers make their careers as teach-
ers. There 1s almost certainly some sampling bias in these respanses: alumni who have remaned active n educa-
ton are probabiy more likely 1o respond to mail from Tez2<h for Amenca than those who have lost interest in
teaching and gone on to other careers. fNonetheless. 't is ciearly a mistake to assume that volunteers’ involvement
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Teacher Licensing and
Student Achievement

Dan D. Goldhaber and Dominic J. Brewer

States use licensing to ensure that only qualified teachers can be hired, but loopholes
often allow teachers to enter the classroom via aiternate routes. Comparing the per-
formance of students whose teachers hold standard ceruficates with students whose
teachers have non-standard credentials 1s one way to gauge the efficacy of icensing.
Using data from the National Educational Longitudinal Study of 1988. this study finds
that students whose teachers possess a B.A. or M.A. in math outperform other
students in math. Students whose teachers have any kind of certification (standard,
emergency, alternative. etc.) outperform students whose teachers have no certfication
or are certified in a different subject. The authors also report that math and science
students whose teachers have emergency credentials do no worse than those whose
teachers hold standard teaching credentials.

Introduction

How can we ensure that the nation’s classrooms are staffed by high quality, weli-
trained. teachers? Answerng this question 1s central to improving educational out-
comes. particularly given the large numbers of new teachers that will be needed
cver the next decade due to increases in enrollment and unprecedented teacher
retirements.! According to the National Commission for Teaching and America’s
Future, "More new teachers will be hired in the next decade than in any previous
decade i our history."? These demographics provide policymakers with the
cpportunity to greatly influence the complexion of the nations’s teaching work-
force for a generaticn.

An eiaborate system of training and licensure 1s geared toward the preparation of
those enterng teachmg.3 However. this system has developed piecemeal over
mary years, and most teachers completing a state-approved program in a school of
ed.cation recewe 3 iicerse 10 teach Aithough efforts to develop professional certifi-
caton have made some headway (e.g.. through the National Board for Professional
Teaching Standar ds). lhe bas:c state licensure system remams in place. But what s
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the guarantee that the requirements for entering teaching are linked to student
performance? '

Surprisingly, very little research evidence exists on the effectiveness of the teacher
licensure system, in terms of how well teachers subsequently teach and what works
to promote positive student outcomes. Much of the educational establishment takes
for granted that licensure is an important and effective screening system to create
tugh quality teachers. For example, the recent National Commission en Teaching

and America’s Future (NCTAF) report, What Matters Most, offers a general indict-
ment of the teaching profession. It claims that many newly hired teachers are unqual-
ified for the job. The Commission's main concern is with teachers who have tempo-
rary, provisional, emergency licenses, or no license at all-—presupposing, of course,
that conventioral licensure represents something we should care about.*

There 1s remarkably little rigorous research on several critical issues:

Do teachers with regular licenses perform better than those with a probation-
ary or emergency license?

Are some components of teacher licensure more effective than others?

What effect does licensure have on the quality of individuals enter-

; ing?
ing teaching? Do teachers

In this paper we focus on the first two of these questions.> We empiri- with regular
cally test how students of teachers with regular certificaticn perform

licenses perform

relative to teachers who have probationary certification, emergency
certification, private schooi certification, or no certification in subject,
holding constant students’ background and school characteristics. We those with a
also determine whether specific state-by-state differences in teacher probationary
licensure requirements systematically affect student achievement. We
begin by reviewing previous work in this area.

- better than

or emergency

license?

Background and Policy Significance

The development of the modern public school system has been accompanied by
the estabhishment of a relatively uniform path by which teachers obtain the creden-
tals necessary to teach in the system. In the nineteenth century, teacher education
shifted from "normal” schools {which often served as a substitute for high schools for
those who wished to go into teaching) and less formal apprenticeship programs to
college and university baccalaureate degree programs that had to meet a series of
state standards for accreditation. More recently {since about 1970), there has been
a shift away from undergraduate training toward post-baccalaureate programs (a pro-
fessional, education specialist, master's, or doctorate degree).® Today, prospective
teachers must clear a series of hurdles tc obtain and maintain a teaching certificate.
However, licensing in the United States is a state responsibility; thus. there is consid-
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erable variation in the hurdles associated with state licensure and certi-

Even when fication policies.

states do require Several high profile commission reports, such as the Holmes Group
(Tomorrow's Teachers) and the Carnegie Forum on Education and the
Economy Task Force on Teaching as a Profession (A Nation Prepared:
Teachers for the 215t Century), have discussed ways of upgrading U.S.
not represent a teachers.” Most prominent among them is the 1996 NCTAF report,
significant hurdle What Matters Most: Teaching for America’s Future. It emphasizes the
importance of teacher knowledge of both content and pedagogy and,
in particular, stresses that all teachers should graduate from an accredit-
ed school of education.8 Despite these reports, it is not entirely clear
how much 1s really known about the components of an effective
licensure program. In fact, a review of the research literature on this issue, by Lilly,
concluded that there was little reliable evidence on the imoact of this system.?

exams, these

tests often do

" to becoming a

teacher.

The means by which states influence the quality of teachers is complex, given that
there are several mechanisms through which policies may affect the number and
type of people who end up teaching in a state’s classrooms. Some states require
prospective teachers to pass standardized tests or have a minimum grade point aver-
age prior to entering a teacher-training program. As of 1997, twenty-seven states and
the District of Columbia had set minimum scores that prospective teachers had to
achieve on Praxis 1, the initial screening test sometimes required for application to a
school of education. (This is a general test of ability used to assess an individual's
aptitude for teaching.)

States may also impose standards for the accreditation of colleges of education.
These standards can have an impact on the type and rigor of courses offered. Most
states require prospective teachers to take general course work in English, humani-
ties, social sciences, and mathematics. But states vary as to whether they require
teachers to have specific courses dealing with pedagogy or subject matter. For
instance, the number of required units in pedagogy varies from 6 semester units in
Texas to 36 in some states.'0 Some states require a major in education, while
others prohibit an education degree from fulfiling the requirements for an initial
teaching license.'!

States also vary in terms of whether they require graduates of education programs
to pass tests of basic skills, basic knowledge, content knowledge, or pedagogy.'2
However, even when states do require exams, these tests often do not represent
a significant hurdle to becoming a teacher. For instance, an examination of passing
rates n Pennsylvania on the (previously used) National Teacher Exam, showed that
more than 90 percent of candidates passed on the first try. Further, t was possibie
to miss half of the questions and still receive a lhcense.'3 A more rigorous test
recently administered to prospective teachers in Massachusetts showed that many
could not meet this standard. Roughly half of those who were tested failed.
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Not all teachers obtain standard certification. Some obtain “emergency” hcenses
that permit teaching without having obtained the standard training and are used by
districts to fill urgent or short-term vacancies. Increasingly, states have
also developed various "alternative” certification routes, the best-
known of which is Teach for America. In just six years, from 1986

to 1992, the number of states allowing alternative certification jumped
from eighteen to forty.!> These alternative routes vary widely, but in been no studies

To our knowledge,

there have

general they allow individuals who wish to teach, such as former Peace at the individual
Corps volunteers, liberal arts coliege graduates, and military retirees, to
begin in the classroom without having first completed a formal teacher .
education program.!® This move has been controversial with some in that explicitly

student level

the education establishment; the main concern seems to be that indi- examine the
viduals entering through this route are of poorer guality and lack the

"relationship
training necessary to teach competently.'”

between teacher
Others believe that alternative routes attract “large numbers of highly
qualified, talented and enthusiastic individuals” into teaching. '8

licensure and

student
One argument for increasing the number of paths by which people can
enter teaching is tnat there are shortages of teachers in mathematics
and science. Shen finds that those with alternative certification are
more iikely than other teachers to hold bachelor's degrees in mathematics and sci-
ence. Thus, these alternative routes do seem to be supplying individuals who can
meet this need. The few studies of alternative certification find that students of alter-
nate route teachers do at least as well as pupils of traditionally licensed teachers. '®
However, there is little rigorous evidence on the relative effectiveness of teachers
with alternative certification versus standard certification.

outcomes.

In fact, claims of the value of conventional teacher licensure are difficult to square
with anecdotal evidence from teachers and others.29 And, despite hundreds of stud-
1es by economists, sociologists and others, on the impact that teachers have on stu-
dents, it is not clear that state officials have the information necessary to formulate
effective policies. Few cf the studies show specific teacher characteristics—such as
years of experience or degree level—to be statistically significant determinants of stu-
dent achievement.2! However, these studies have typically only used schoo! district
averages of these characteristics, and thus might miss important differences among
schools within a district or teachers within a school. Some studies have ncluded indi-
cators of whether teachers are "certified” but only a few studies have explicitly ana-
lyzed the link between licensure and student performance.

A study by Strauss and Sawyer, using statewide data from North Carolina. finds that
average school district performance on standardized exams increases with the aver-
age performance of school teachers in the district on the Nationa! Teacher Exam.22
Similarly, Ferguson finds that, in Texas, where teachers are required to pass a certfi-
cation exam, school districts with higher average teacher performance on the
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exam have higher student performance in mathematics.?3 These findings are impor-
tant because they suggest that state licensure policies can affect student outcomes.
However, there is no guarantee that they do. As noted above, most of the states
that require teachers to pass competency exams have set relatively modest hurdles.
Thus, it may be that state policies do not have a significant effect on the quality of
teachers in the classroom because they are actually doing little to screen out poor
candidates. Additionally, many states have only recently overhauled their certification
policies, and most exempt existing teachers from the new requirements. Given the
long tenure of teachers, it would take many years for changes in state certification
policies, if they do not apply to existing teachers, to have a significant impact on
students.

To our knowledge, there have been no large scale studies at the individual student
level that explicitly examine the relationship between teacher licensure and student
outcomes. In this paper, we focus on this issue by critically analyzing the effects of
certification. in particular, we determine whether (1) the type of certification a
teacher holds, or (2) specific state certification requirements are systematically related
to student performance on standardized test scores in mathematics and science.

Methodology and Data
The following are the key questions of our study:

Do teachers with “standard” certification outperform teachers with aiternative
or probationary credentials in terms of the achievement of students?

Are different components of a state's system of licensure systematically related
to student achievement?

To answer these questions, we empioy a statistical technique (multiple regression)
that allows us to assess the contribution of various factors (e.g., family income,
teacher experience, class size) to explaining students’ scores on twelfth-grade stan-
dardized mathematics and science tests. We can use the results from this analysis to
determine how scores would be expected to change with a change in any of these
factors. For instance, we can predict whether and by how much test scores would
rise (or fall) if class size is lowered. We believe students’ test scores can be explained
by individual and family background characteristics; school, teacher, and classroom
characteristics; and the state's teacher certification policies.

We use data derived from the National Educational Longitudinal Study of 1988
(NELS), a nationally representative survey of about 24,000 eighth-grade students
conducted in the spring of 1388. A subset of these students were resurveyed in
tenth (1990) and twelfth grades (1992). Students provided comprehensive informa-
tion on themselves and their families (their race/ethnicity, sex, family structure), and
the survey was supplemented by a parental survey in 1988 (providing information
on. for example, family income). At the time of each survey, students also took one
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or more subject-based tests in mathematics, science, English/writing, and history. The
unique feature of NELS is that it is structured so that detailed teacher and class level
information can be tied directly to individual students by subject. In other words. the
characteristics of a twelfth-grade mathematics or science teacher (sex, race/ethnicity,
degree level, experience, certification, etc.) who taught students taking the tenth- and
twelfth-grade mathematics or science tests are known.

We use various measures of teacher training. We include in all our models whether
the teacher has an M.A. or a Ph.D. degree, a professional degree (e.g.. an M.D. or
D.D.S) or an education specialist degree (the omitted group is teachers with a B.A.
or less). We also employ indicators of whether the teacher’s bachelor’s or higher
degree is in the subject they are teaching or in education (the omitted group is non-
subject, non-education). On the NELS twelfth-grade teacher survey, teachers were
asked, "Which type of math and science teaching certifications do you hold from
the state where you teach?” The response categories were “regular or standard,”
“probaticnary” (which is the initial certification issued after satisfying all requirements
except the completion of a probationary period), “emergency” (which indicates

that the teacher requires additional course work before regular certification can be
obtained), "private school certification,”and “not certified” in subject. We group the
teachers into five categories: those who hold a standard certification in subject,
those who hold a probationary certification in subject, those who hold an emergency
certification in subject, those who hoid a private school certification, and those who
are not certified in therr subject area. Since the only difference between standard
certification and probationary certification is whether or not a teacher has passed
the probationary teaching period, we would expect the impact of these teachers on
students to be simiar. '

We are unable to be certain of the extent to which defirutions of certification vary
from state to state or how individual teachers interpret this question. Further, none
of these definitions strictly corresponds to the types of alternative certification dis-
cussed above, though we speculate that some teachers with emergency credentials
may be pursuing, or have come through, alternative certification programs.

We undertake two types of analyses related to licensure. First, we investigate
whether the type of cerufication a teacher has is related to her students’ test-score
gains, holding constant their family background and other schooling characteristics.
The relative importance of certification compared with other teacher characteristics
such as degree level and experience is then ascertained. We would expect that, If
there is any value added by standard certification in terms of screening high quality
individuals or providing useful training, students with teachers who have no certifica-
tion or who have emergency certfication would do worse on standardized tests.

This is certanly the argument made by many propenents of the existing system of
ncensure.
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Our focus here is on licensure in public schools, so our sample of students is restrict-
ed to those students who were in public schools in the twelfth-grade. It consists of
3,611 students in mathematics, and 2,299 students in science.24 Descriptive statistics
for our NELS mathematics and science samples are shown in Tables |
Uncertified math and 2. Table | shows the mean characteristics of the students associat-
ed with teachers who have standard subject certification, emergency
subject certification, probationary subject certification, and no certifica-
tion in the subject they teach. We do not show means for teachers
lower test scores, with private certification. The first column of the table shows the
lower levels of mean values for students who have teachers with standard certification
in their subject, the second column is the means for students with
teachers who hold probationary certification in their subject, the third
tion and family for students with teachers who hold emergency certification in their
income, and subject, and the fourth for students with teachers who hold no certifi-
parents who are cation in their subject. For instance, the lmean value of famfly in'come

s for math students who have teachers with emergency certification,
$37,451, is found by looking at the family income row and emergency
(LR LI L (AT R certification column (which is column 3).

the household.

teachers have

students with

parental educa-

far more likely

Table | shows some striking differences in the types of students

taught by teachers with different types of certification.?> For example,
uncertified math teachers have students with lower test scores, lower fevels of
parental education and famiy income, and parents who are far more likely to be
absent from the household. Some of these differences are large—for example, there
is almost a full standard deviation of difference in twelfth-grade test scores between
students whose teachers have a standard certification i their subject and those
whose teachers are not certified in their subject. Also, students of teachers who hold
a standard certification have an average family income that is at least $10,000 higher
than the average income for students with teachers in the other categories. The
overall pattern also holds for math when comparing emergency and probaticnary
teachers' students to those with standard certification.

The patterns are less pronounced in the science sample, although a comparison
between emergency/probationary certified teachers and standard certified teachers
stili shows that students with lower socioeconomic backgrounds tend to get teachers
with non-standard credentials. These results provide prima facie evidence that stu-
dents are not randomly distributed across teachers by type of certification. it is also
interesting to note that the gain in the math test score from the tenth to twelfth
grade 1s roughly 5 points for students whose teachers hold standard, probationary,
and emergency certification, but is only about 2.6 points for students whose teachers
are not certified in the subject. A similar pattern holds for science.

Table 2 shows mean school, class. and teacher characteristics associated with individ-
val teachers. The first column of the table shows the mean values for teachers with
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Table 1. Means of Selected Student Variables by
Type of Certification of 12th Grade Teachers

() () ()

Standard Probationary Emergency

)
No

Certification Certification Certification Certification

in Subject in Subject in Subject

Math
Student tenth-grade test score 46.95 38.01 36.56
Student twelfth-grade test score 52.10 42.99 41.91
: Student is white 71 72 72
Mother's education §3.27 12.50 12.13
Father's education 13.72 12.18 11.04
Father not in household 2 .20 32
Family income 47,160 35,826 37,451
Number of students 3.126 25 47
Science
Student tenth-grade test score 23.75 22.91 21.03
Student twelfth-grade test score 25.71 24.54 23.65
Student is white 75 .78 .52
“other's education [3.48 13.08 (2.55
Father's education 14.04 12.87 13.36
Father not in household 21 13 22
Family income 50,570 45,565 49,494
inamber of students 1.966 32 42

L

in Subject -

37.69
40.35
.53
11.79
12.74
33
32,614
60

24.36
25.60
74
|3.64
13.77
A3
47,875
3!

stardard certification in their subject. the second column is the means for teachers
who hold probationary certification in their subject, the third for teachers who hold
emergency certification in their subject, and the fourth for teachers who hold no
certification in their subject. For instance, the mean experience level for science
teachers who hold a probationary certification in their subject, 3.75 years, is found

by lcoking at the teacher experience row and the probationary certification column
(which is column 3).

Our samples consist of 2,101 math teachers and 1,380 science teachers.2® The vast
majority have standard certification (84 percent in both mathematics and science).
Relatively small numbers of students are taught by teachers with anything other

than standard certification. This table illustrates that there are important differences
in teachers with different certification status. Teachers with standard certification in
mathematics are more likely to be white and more likely to teach in schools with a
high percentage of white students and a lower percentage of low income students.
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Table 2. Means of Selected School and Teacher Variables by
Type of Certification of 12th Grade Teachers

M) @) (3) “)
Standard  Probationary Emergency No
Certification Certification Certification Certification
in Subject in Subject in Subject in Subject

Math

Twelfth graders white (%) 71.32 52.27 67.39 62.45
Stucents free funcn (% ; 21.48 29.50 28 4 627
Minority students in class (%) 26.11 45.95 31.65 41.65
Teacher white 91 68 56 76
Teacher years experience at secondary  17.98 2.60 6.53 12.80
Teacher has MA. 58 20 Q Sl
Teacher has ed. specialist degree A3 05 .06 04
3.A. major in math 75 74 .56 A4
M.A. major in math 44 0 .50 A3
oroer of teacrers 1.766 22 37 49
Science
Twelfth graders white (%) 73.60 76.86 68.00 75.44
Stocents free luncn (%, 20.67 21.38 299§ 23.29
Minority students in class (%) 24.29 27.10 29.70 27.99
Teacher white 93 .90 91 91
Teacher years experience at secondary  17.35 3.75 7.22 13.70
Tezirer has MA. ST zS 33 48
Teacher has ed. specialist degree A5 0 0 .09
2 L. magjor in science 69 8l A2 20
MA. major in science .29 10 .09 .08

. vrer of tecorers fled 21 22 25

Therr classes also have fewer minority students. In science, again, the results are
similar but less pronounced.

Teachers with standard certification are, on average, highly experienced (almost {8
years of experience in mathematics). Not surprisingly, teachers with other types of
certification, who are newer to the profession, have less experience~-teachers with
probationary certification in mathematics and science have around three years of
experience at the secondary level, and teachers with emergency certification have
approximately seven years cf experience. Similarly, they are less likely to have
master’'s and education specialist degrees. There 1s a mixed pattern on advanced
degrees. For instance, we see that over half of teachers who have a standard certifi-
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cation in subject (column 1) have an M.A. degree. but iess than a third of teachers
with probationary (column 2) or emergency (column 3) credentials hold an M.A.

Since NELS also identifies where the teacher is teaching, we can link — by state —
extant information on different features of each state’s licensure system with the
NELS teacher and <tudent data. We derive information on state licensure policies
from a variety of sources including: a 1990 ERIC report on state testing of teachers
by Childs and Rudner, the Educational Testing Service, and a report prepared for the
Pennsylvania State Board of Education.?” These data contain information on certifica-
tion requirements compiled for a variety of years beginning in 1982.

Key state licensure features that are identified, at various points in time, include:

V. iether a state requires prospective teachers to take a test prior to entering a
school of education;

Whether a state requires new teacher graduates to take a test prior to
licensing;

The minimum cutoff scores in three tests (mathematics, reading, writing) on
the National Teacher Exam and Pre Professional Skills Tests that teachers must
achieve prior to obtaining a license;

The percentage of teachers in each state (that has an exam) who pass the state
licensure exams (both admission and certification exams);

Whether states require field experience prior to student teaching;
The number of weeks of full-time student teaching required prior to licensure.

Table 3 shows selected state certification information. More than half the states had
exams for prospective teachers to take prior to entering a school of education, and
about two-thirds had an exit exam for teachers who had completed an education
program. Based on the pass rates, these exams do not appear to represent significant
hurdles to becoming a teacher: although in some states the pass rate are in the 60
to 70 percent range, the average pass rate across states is closer to 80 percent. Still,
we cannot determine whether these tests may affect who tries to become a teacher.
For instance, there may be a "screening out” effect of applicants if individuals who

might otherwise try to become a teacher decide not to try due to anxiety about
passing these exams. 28

One significant 1ssue with the INELS data 1s that we cannot identify the year a teacher
obtained his or her certification, nor do we know the state from which the original
certification was obtained. This means we cannot be certain that state licensure
requirements are properly matched with teachers in the survey. This is a problem
because there were significant changes in state policies on testing teachers in the
1980s. For instance, in 1980 only ten states required teacher testing for elementary
and secondary schools. By 1990, however. that number had jumped to forty-six
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Table 3. State Certification Requirements as of 1990
(range in parentheses)

. .mber of states with admussions tests 27

Average pass rate entrance exam (10 states) 78.40 (64 to 95)

rumber of states with an exit exam 36

Average pass rate exit exam (18 states) 84.94 (69 to 97)

Mumber of states with exit exam on proficiency n basic skills 26

Number of states with exit exam on proficiency in professional skills 25

Number of states with exit exam on proficiency .~ subject knowiecze 24

General Communication Professional

Knowledge Skills Knowledge

Number of states with cutoff scores 5 s 7

on the National Teacher Exam

Average cutoff score on the 545.20 649 20 6441t

National Teacher Exam (22 tc 650) 444 10 657) (630 10 £-%;

Note: The data in this table are from a 1990 Eric Report.

states. Some of our data on state licensing (e.g.. testing requirements, pass rates.
certification cutoff scores) are from the late 1980s, and so a fraction of teachers in
our sample who had relatively little experience may have been subject to require-
ments in place at that time. Many, however, would have obtained licenses prior to
this date. Unfortunately, a comprehensive database tracking changes over time in
state teacher licensing requirements is not available, so we cannot be sure whether
the same requirements were in place when each teacher obtained r.s or her
license. It is possible, for example, that states with “strong” requirements at one
time maintained strong requirements in other periods. On the other hand, one
could argue that states with poor educational results due to low requirements were
most apt to change those requirements. One way we attempt to address this issue
s by estimating a variety of models where we focus on relatively junior teachers
who likely obtained their certification during a period corresponding to our state
certification data.

Results

The results from our statistical models (reported in Appendix Table A-1) indicate
the contribution to students’ twelfth-grade achievement of specific individual and
family background variables, school variables, teacher variables. and class variables.2?
We find, consistent with many other studies, that family background characteristics
have the largest impact on students’ twelfth-grade mathematics and science test
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scores. For example. students whose parents have more education and higher
incomes also have higher test sceres. By contrast, many of the school. teacher. and
class variables have effects that seem contrary to expectations. For instance, in both
mathematics and science. students with teachers who have a professional degree or
a Ph.D. are not found to bave higher test scores than students with teachers whe
do not hold these credentials.*0

Consistent with our prior findings pertaining to tenth-grade student achieverment,
math students having teachers with bachelor’s or master’s degrees in mathematics
outperform students whose teachers do not hold these credentials.3' For example.
the impact on students’ mathematics scores of having a mathematics teacher who
holds both a B.A. and an M.A. in mathematics is about one point on the twelfth-
grade mathematics test. This represents roughly 8 percent of the standard dewviation
on the test, or more than a third of a year of schoaling.32 By contrast.
we find having a degree in education has no impact on student science .
test scores and, in mathematics, having a B.A. in education actually has Teachers who

a statistically significant negative impact on scores in math. This latter have emergency
result may seem counterintuitive. but it 1S not surprising when one
considers the fact that most college students selecting educaticn majors

certification in

o mathematics
tend to be drawn from the lower part of the ability distribution.33
Given this, "major in education” may serve as a proxy for teacher abili- seem to have
ty. which has been shown to have an :mportant impact or student roughly the

achievement.
same impact

Turning to an examination of the effect of certification, we find that on students as
the type of certification a teacher holds is an important determinant of
student outcomes (see columns [ 1] and [3] of Appendix Table A-1). In
mathematics, we find teachers who have a standard certification have hold standard
a statistically significant positive impact on student test scores relative to ce‘;tiﬂcation.
teachers who erther are not certified or are certified out of subject (in
these data we cannot distinguish between no certification and certifica-
tion out of subject area).3* Roughly speaking. having a teacher with a certification in
mathematics results in a two point increase in the mathematics test which represents
more than three-quarters of a year of schooling (or about |6 percent of the standard
dewviation on the tweifth-grade test). This is abcut twice the impact of having a
teacher with both a B.A. and an M.A. in mathematics. Teachers with probationary

teachers who

certification have a similar positive impact. In practice. there are a lot of teachers who
have bcth cegrees in subject and certification in subject Thus, what we are compar
ing here s a teacher who heids B.A. and M A. degrees :n math but no certficat'on
with ancther teacher who holds a certificaton in math but nc degrees in math.

One of the most interesting findings 1s that teachers who have emergency certfication
in mathematics a'so seem 6 have roughly the same impact on students as teachers wh.
hold standard certificotion I fact, stavstcal tests :ndicate that there s no significant
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Overall, we

difference between the categories. Though the effects are not as strong in magnitude
or statstical significance, the pattern in science is similar. Teachers with standard and
probationary certification have a positive (though not statistically significant) impact on
students’ science test scores. Emergency certification in science was found to have a
statistically significant positive impact, and statistical tests again reveal no statistically
significant difference in performance between those with emergency
and standard certification. The findings with regard to emergency certi-
fication are striking because they strongly contrast with the convention-

do not find al wisdom (put forth by the NCTAF and others) that good teachers

a strong

refationstnp

only come though conventional routes.

It is likely that the group of teachers with emergency certification s

Between state quite heterogeneous. As is apparent from the means (in Tables 2),

e tifrc stion

policics
student

outcuntes

individuals with these credentials have far less teaching experience and
are more likely to be teaching in high poverty schools. It is likely that
some urban school systems with poor working conditions find 1t diffi-
cult to hire enough teachers with standard certification, so are forced
to hire teachers who have not completed formal training. Our results
suggest that, holding ail else constant, there is no evidence that teach-
ers with standard certification outperform those with emergency cre-
dentials. Though it 1s speculative, one explanation “r this finding is that teachers with
non-standard certification have been more carefully screened by school districts for
ability or content knowledge than those with standard certification.

Since licensing 1s a state function, and requirements vary across states. one might
expect the effects of licensing on student test scores to be different for some states
relative to others. In fact, we find little evidence of this. Some of our model estimates
statistically account for this possibility by assessing the degree to which teacher effec-
tiveness differs by state.3> In these models we continue to see a similar pattern of
teacher effectiveness by certification status. For instance, we still see that teachers

with emergency and probationary certification perform as well as those with standard
certification.

Closer analyses of state effects suggest only modest evidence that they even exist.
State licensure policies do not appear to have much direct impact on student out-
comes. For instance, measures of how difficult it is to become a teacher in a particu-
lar state (such as the Praxis or NTE pass rates. whether a state requires teachers to
have field experience prior to student teaching or the number of full-time weeks of
student teaching required prior to licensure) are not systematically related to stucent
achievement.36 Several model specifications (in columns (2) and (4) of Appendix
Table A-1) do, however, allow for the possibility that there is a relationship between

a state's having an admissions test requirement for licensure and the effect of teacher
certification in that state.
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One might think that tougher certfication requirements translates into higher quality
teachers, which implies that states with such requirements should have teachers
whose students perform better.3” In fact there 1s little evidence of this. The basic
findings that students of teachers with emergency certification perform about as well
as those of teachers with no certification holds up in these model specifications: how-
ever, there is relatively little difference in performance of teachers with standard
licensure in states that require certification tests and those that do not. In sum, we
find little evidence linking state licensure policies in the 1980s to student achievement.

These results shouid be interpreted cautiously because our state
admissions and certification test data are from a time when they may
not have applied to many of the teachers in our sample. We therefore
re-estimated our statistical models using samples of students who had conventional
teachers with less than four years of experience (the estimated coeffi- wisdom,
cients from these models are shown in appendix Table A-2). This
means that many (though not necessarily all) were subject to these
state requirements. The results for mathematics are little changed from .
the previous regressions which include the full sample, but there are students who'
some striking differences in the science sample: students of teachers have teachers
without subject-specific certification outperform those with subject-
specific certification. These findings are somewhat counterintuitive.
One possible explanation is that cut-of-subject certified teachers tend
to be individuals with practical experience in the field of science who no worse than
have not obtained the credentials necessary for certification. A broad students whose
interpretation of the results is simply that certification really makes very

ittle difference, most likely because of the weak nature of most of the _
- . standard teaching
requirements. :

Contrary to

mathematics

and science

with emergency

credentials do

teachers have

. . - credentials, all
Overall, we do not find a strong relationship between state certification

policies and student outcomes.38 There are several potential explana-
tions for this result. Perhaps the decision by states to impose or
strengthen certification requirements may not be random. in other words, it is
possible that states with poor student performance are systematically more likely to
change certification policies. Our simple multiple regression framework does not take
account of this reiationship. it is also possible that state requirements do not repre-
sent a significant barrier to becoming a teacher and, therefore, do a poor job of
screening out weak teachers. or that these requirements actually act to screen out
able indviduals who might otherwise opt to pursue a career in teaching.

else being equal.

Conclusions

Although teacher certification s pervaswve, there 's Iittle rigorous evidence that it s
systematically related to student achievement. In recent years. many states have
adopted more stringent requirements for admissicn o teacher licensing programs
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and entry into the profession Additionally, some states have increased opportunities
for teachers to enter via alternative routes, and other states and localities faced

with teacher shortages have increasingly hired teachers on emergency credentials.
These trends make the 1ssue of the relative effectiveness of different types of teacher
certification and state certification policies an important one. In this paper, we shed
some light on the issue using a large, longitudinal student leve! database. We explore
the relationships between twelfth-grade student performance in mathematics and
science and various teacher characteristics. Consistent with cur earher research, we
find that teachers with a mathematics degree or certification in subject outperform those
without subject-matter preparation. For instance, teachers with certification in mathe-
matics and those with a B.A. in mathematics outperform those who lack
mathematics-specific credentials.

Contrary to conventional wisdom, mathematics and science students who have teach-
ers with emergency credenuals do no worse than students whcse teachers have standard
teaching credentials, ail else being equal. This result should, at the very least, cast
doubt on assertions that standard cerufication should be required of all teachers.

Our study does not definitively answer the important pelicy question of whether
imposing more rgorous standards in teacher licensure will lead to better student
achievement. Such policies may lead to improved teachers. But it 1s also pcssible
that these standards wili restrict the supply of qualified :ndividuals by discouraging
them from even trying to become teacters. It 1s certainly an open question as to
whether enough highly qualified indviduals can be attracted into teaching at current
salary levels. These results leave important questions unanswered. There s some
evidence that teachers with d:fferent types of credentials are not randomly distributed
across students, classes, or schools. This pattern needs to be more systematically
investigated with data that contain a nattonally representative sample of teachers
(e.g.. the Schools and Staffing Survey). Further, we do not have information that pre-
aisely matches teachers with state certification policies. To do so would require both
more detailled information on the specific date. location, and centent of an ndwidual
teacher’s cerufication experience, and more comprehensive information on how
state licensing policy has changed over ume.

Appendix: Statistical Resulits

The appendix tables show the impact of specific teacher and state characteristics on
student achievement in math and science. The coefficient for each varable shows
the magnitude of the effect of a one unit change :n that variable on student ach-eve-
ment. The T-staustic which is listed in parentheses next to the coeficient provi.des a
statistical indication of how cerain we are that this impact on ach:evament s aifferert
from zero. A tugrer T-statistic indtcates that we are more confident that the varable
in question goes has an effect. A T-statistc of 2 indicates that we are about 95 per-

cert cerfident that the effect of a particuler vanan e s different rom zero (irus s the

The Thomas B. Ford’-am Foundatior + 97



N

Dan D. Goldhaber and Dominic ). Brewer

Table A-1. Ordinary Least Squares Estimates of Twelfth-Grade
Standardized Test Score for All Students
(Absolute Value of T-statistic in Parentheses)

vl

TRacner ta M A

Teacner has ed. specialist degree

Teacter ~as Ph.D.

Teacher has professional degree

B.A mior nsudec
B.A. major in education
YA M0 subed
M.A. major In education
Srarcars reenficanon

S LD ect

Probationary certification
N subjeau

Emergenay ceruficaton
5 Subiec

Other certification

Stale aCruissIons test
standara cerufication
State admissions test x
probationary certification
S1ate aCmissions tect v
2mergendy certfication
State admissions test x
other certfication

SAC Te Ao Tt .
“andarg cerfication
State certification test x
probationary certification
Llale et LAlion 1esT .
YR Tee L cerThicah e

State certmication test «
other certffication
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W - -veans RxCerende
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Table A-2. OLS Estimates of Twelfth-Grade Standardized Test Score
For Students with Teachers with under Four Years of Experience Only.
(Absolute Value of T-statistic in Parentheses)

Mathematics Science
Modei Model Model Model

Y¥ithout State = With State = Without State = With State

Level Yariables Level Variables Level Variables Level Yariables
Teacher—years experience 418 (1.3) 437 (1.4) 129 (.6) 179 (.8)
Teacher has M.A. 3.401 (.8) 4216 (1.0) 769 (.3) 836 (.4
Teacher has ed. specialist degree 479 (.1) 864 (.3) -491 (.3) -751 (4)
B.A. major in subject 138 (.2) 583 (.6) -639(1.1) =773 (1.3)
B.A. major in education -455 (.5) 116 (1) -1.156 (1.8)  -1.175(1.8)
M.A. major in subject 566 (.3) 077 (0.0) 1.686 (1.1) 2.327 (1.4)
M.A. major in education -1.086 (.6) -.780 (4) 936 (.6) [.317 (.8)
Standard certffication in subject  2.954 (2.0) 3.631(2.1) -2.440 (1.7) -2.285 (1.5)
Probationary certification
in subject v 4.038 (2.1) .885 (.3) -2.338 (1.5)  -3.124(1.8)
Emergency certification
in subject 3.019 (1.6) 292 (1) -2.063 (1.3) -248 (. h)
Other certification 1.538 (.6) 3.152 (.9) -2.814 (1.5) =242 (.1
State admussions test x -
standard certification B ~192.3) - ~270(3)
State admissions test x ,
probationary certification B 2640 (9) B 2.744(1.3)
State admissions test x :
emergency certification h 3.330 (1.4) - 1HA9207)
State admissions test x
other certification - 7239 (1.3) - 430(.2)
State certification test x N1t
standard certification ~835(1.2) B SA3LL
State certification test x
probationary certification - 2029 (8) - 715(4)
State certffication test x . )
emergency certification 2.340 (1.0) 1694 (1 0)
State certification test x
other certification - 9.065 (1.6) - -4.557 (1.7)
Adjusted R2 .84 84 65 65
Sample size 785 785 632 632
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generally accepted ievel of confidence to consider a variable “statistically significant”).
For instance, the coefficient for teacher-years of experience in the first specification of
the math model is 0.021. This indicates that an increase in teacher experience of ten
years is predicted to raise students’ test scores by 0.21 points (10 times 0.021), an
increase of twenty years is predicted to raise students’ test scores by 0.42 points (20
times 0.021), and so on. The T-statistic for this variable is [.7, which suggests we are
about 90 percent confident that this predicted effect is different from zero. Notice
that a variable might have a large coefficient, as is the case with a Ph.D. variable (the
coefficient value is -0.461) but a small T-statistic (0.5). In this case, we would predict
a large effect of teachers having a Ph.D., but we are not very confident that this
effect does in fact exist.
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30 Female teachers are associated with lower test scores: the refatonship between teacher race. ethnicity and gender
and student scores 15 likely more complex than this simpie iinear modei aliows but we do not expiore the 1ssue
nere For a more detaied anaiys s of this :ssue. see Ronald G Ehrenberg, Dan D. Guldraber ana Domric §.
Brewer, ‘Do Teachers’ Race. Gender, and Ethnicity Matter? Evidence from NELSE8." industr:gt Labor Reictions
Review 48. n0.3 (1995) 547-561

31 Dan D. Goldhaber and Dorrumic ). Brewer, "Why Don't Schools and Teachers Seem to Matter? Assessing the
mpact of Unobservables on Educational Preductviy.” Journai of Human Resources 32. no.3 (1997) 505-523

3 Th figure 1s baseo on a two-year mean gain or the math test of roughly 5 points
k} -

3 Enc A Hanushek and Richarc R Pace “Urdersiand.ng Eniry nto the Tezcning Profess on,” Econcmees of Educstior

Review (1995}

** G ven that aimost & public schco! teachers are certfied most of these teachers Ikely are certfied ot of subrect

- .

" Thev (grirol for this possiblity by .ncuding “fixed-effects which account for the possit.' ty that there are 'mpor-
want charactenstics that vary Dy state, such as the preference for education and that we cannot read:ly observe i
the data if there s a systematic relaionship between state effects and our certification varables. we woudld expect
Sur coeflent estimates 10 change » ths sceldcaton of cur made: The results of these soecfcatons ae not
~epcried because they are so consistent witn the modgdei results reported n Columns (1) and {3) of Append.x

Tym e AL

Trese mode' specificators ae not repontec. tut are avalahle from the authors upon request

© re wode's shown i1 the append x, re ol effect of hav.ng a teacner win siandarg certication = a state witn
C o aldmssiens test requirement 7 exampie wlult be the esteated coeficiert ¢f that var ab'e The tate efedt
S maveng a teacher weth sty eotnd L roa state tnal hag an acrnisaIcns 1est wou'C De Ine Ssum ¢ the eyl
maten coefloent ¢t am A ce u s 3tne et mated coeff o ent of tme mteracton varab e | state adm s une
1oLl ¥ £/CDATONITY (& TR0 7o Ine TaDie) A Semiar inTerpretaton (an be gver 1o ke cHects of other types of

s e~
e toston

a

ThTugh Mmany Of the coetf (ent e9 mMatac are Ao LS L3y 8 2Nt The ag” tudes Lftre cnei et gre

1
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Dan D. Goldhaber and Dominic §. Brewer

ST AL regress on mmode s nlue ndn.dui and BT v DACKErC.rG vardtes SINCC' and Cass e vanades. GuMmimy
VETAD LS TOr es A2 v LS TF Darenia. eCuCantn Pare~s "ol . Nousels 3 famwy ncome, percentage of studerts
N e SChost wno are wnde, percentage of students «n ine schooi Irom single parent nousenaids. ne percentage
of siudents = the scrool on free o reducec 'unch, class s.ze. the percent minority .n the class. teacher race and
gender teacrer exoerence teacher degree leve! teacher ma,or. teacher cerufizaton

Al regress-ors 'nCude NCwaduld and famey varabes ang school fevel vanables. The omitted degree category s
8 A. Tre ormimted ma;o~ 's noN-education ana non-sudject The crmutied certficauon s cerufication out of subject
and ro certficanon.

o regressicn mogdels :nciude -ndw dua! and famuly background variables. scnoo! and ciass ievel vanaples, dummy
vanabies for miss:ng values of parental educaton, parents not «n household. famiy income, percentage of stugents
0 the schoo: who are white. percentage of students in the schoo! from single parent households. the percentage
of students n the schod! on free or reduced 'unch, class size the percent minonty in the class. teacher race and
gender. teacher experence. teacher gegree levei, teacher major. teacher cerufcavon. We do not report teacher
b~ O or profess-onal aegree because thece were no teachers in these samples with these degrees
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Who Gets Hired to Teach?
The Case of Pennsylvania

Robert P. Strauss

This report takes a close look at teacher preparation and hinng practices in
Pennsylvania, and then considers the qualifications of those who ulumately emerge
from the process and are hired to teach in the state. It reviews in detail the vanous
factors that conspire to produce a poorly qualified teaching force: low admissions
standards for prospective teachers: vague currnicular requirements at teachers colleges:
iow cutoff scores on licensing exams: and misguided (and sometimes questionable)
hiring practices that place litile emphasis on an applicant’s content knowledge. While
the weaknesses of preservice teacher tramning are not unfamiliar, Strauss contends

that the flaws in the hiring process itself turn out to be so great that they may over-
whelm even an improved preparation system.

introduction

In the summer of 1998, Paul Cellucci, Acting Governor of Massachusetts, pubiicly
proclaimed his dismay over the poor performance of prospective teachers on stan-
dardized examinations; 59 percent of them had failed at least one part of this exam-
naton, which was developed by National Evaluation Systems for the Massachusetts
Department of Education. After his successful election in November, Cellucc reiterat-

ed his cail to the legistature to fund the testing of already-employed teachers to find
out what they know.

According to Education Week. in the second round of mandatory test-taking. S5
percent of first-time Massachusetts test-takers passed the entire exam: 81 percent
passed the reading moduie. 75 percent passed the writing moddle. and 68 percent
passed their subject matter tests.! Despite these substantial performance improve-
ments over those in tne first round, Governor Celluca continues to call for the test-
ing of veteran teachers as well. However, Stephen Gorrie, president of the 84,000
memper Massachusetts Teacher Associat-on, the NEA afiiliate. says hus union will
“wigorously cppose” such testing. When Massachussetts Senator John Kerry was

ar announced presidential candidate. he made the teacher qualty issue a campaign
issue. Several proposals are creutating that wouid close down any Massachusetts
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school of education in which more than 20 percent of teacher candi-
dates fall the exam. Making sure

As our century closes, most governors, responsible along with their that classroom
legistatures for fulfilling their states’ constitutionai obligation to provide teachers

public education, recognize that continued prosperity will increasingly
depend on how well educated their children are. The link from chil-
dren's education to what they are taught and the quality of those
teaching is well understood. Making sure that classroom teachers know [EEELSESS demanding

know and can

effectively teach

and can effectively teach more demanding material, however, is no material is no

o . . '
simple matter, and one that states are struggling with. simple matter.

My purpose here is to explain how one state prepares its teachers for
the public school classroom, describe who in fact gets hired and why, and discuss in
practical terms what is involved in improving the quality of classroom teachers.

Pennsylvania was chosen as the case study because | have been examining and writ-
ing about it for better than a decade. This research is unusual because it has been
done with all of the pertinent administrative records of the state under signed confi-
dentiality agreements. A longer monograph, which | developed for the Pennsylvania
State Board of Education in 1997 and which was publicly released in July 1998, sup-
plies the basis for this essay.

The section that follows this ore lays out the basic facts of how Pennsylvania colleges
and universities offer state-approved course work so that their students can become
licensed public-schoal teachers. It also discusses key variables or policy decisions that
affect the nature or auality of the classroom teacher.

The third section describes who actually gets hired to teach, and examines their qual-
ity in terms of standardized-test scores. It also describes the results of a unique sur-
vey of Pennsylvania school hiring practices. and relates varying practices to different
measures of student achievement.

The final section analyzes conventional and unconventional strategies to improve the
quality of classroom teachers.

Because of space limitations, | do not confirm via a literature review the common
sense notion that students assigned to teachers with more subject knowledge are

students who themselves perform better in the subject matter when independently
tested.’

| caution the reader that, as between analysts who conclude that the teacher quality
problem s due to teachers never having learned how to teach properly {i.e.. not
having been properly instructed in pedagogy). and those who conclude that the
problem stems from their never having learned their subject matter (i.e. not having
achieved proper content knowledge). 1 fall squarely into the second camp.3 Also.,
among those who opine on how to improve teacher quality, | tend to emphasize
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more than other analysts the importance of the hinng decision as contrasted with
simply improving the pool of applicants.

Teacher Licensing in Pennsylvania

Several state agencies are involved in teacher hicensure. All derve thewr authority
from the state constitution and acts of the General Assembly. '

The Pennsylvania School Code and Code of Regulations are the officiat legal docu-
ments implemented by the Governor and Pennsylvania Departrnent of Education
(PDE).4 Legislative action can supersede any regulatory proposals by the Executive
Branch or State Board of Education. This means that any attempts to alter teacher
licensure requirements through the regulatory process can be impeded by interest
groups (e.g.. teachers unions. school board associations, etc.) that appeal to the
General Assembly.

State licensing procedures for teachers have gone through several metamorphoses
since the turn of the century. Elsbee observed in 1939 that teacher reform in the
first third of this century involved centralization of the hicensing function in the state
department of education, the substitution of approved training for examinations, and
the differentiation of certificates according to the nature of the teachers’ preparation.®

In the years since Elsbee noted these trends, fashion and practice tn a number of
areas have changed. For example, teacher testing has again become widespread
since the mid-1980s and 1s now used in conjunction with program approval to verify
that prospective teachers know their subject matter at some competency level.
Central licensing within state departments of education has been replaced in some
states by independent licensing bureaus that report directly to legislatures and are
separately funded.

tate education agencies have evolved to deal with the regulatory standards that a
college or university must meet for its teacher preparation program to be approved:
with the requirements for student teaching; with the defintion of core areas of
teacher knowledge to be tested through standardized examinations and the setting
of passing scores for those exams: with ongoing professional development require-
ments; and with procedures for revocation and suspension of certification.

Certification

Pennsylvania is one of thirty-rine states that require prospective teachers to earn

a degree at a state-approved college or university. Unlike many states, however,
Pennsylvania does not stipuiate what ccurses the candidate must take. Rather, the
state relies on PDE's program approval process to review each institution’s require-
ments or curncula. Pennsylvania education regulations currently do not stipulate any
admissions requirements for teacher preparation programs, atthough the prossective
teacher must pass standardized general and subject matter tests produced by tne
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Educanonal Testng Service.® Thus, most of the quality control is impcsed by the
teacher preparation institution iwself with little siate supervision or oversight.”

Teacher preparation programs may be reviewed at any time by PDE but reviews
must be conducted at five-year intervals. Programs must meet both general and spe-
afic standards. The major general standards for approval include the following: the
instrtution’s education faculty shall have experience at the elementary. secondary.
supervisory, or administrative level commensurate with the candidate’s area of study;
the institution shall document policies for admission into, retention in, and completion
of a program8; the institution must encourage nontraditional students;
the general education portion of a certification program should be
equivalent to at least one-third of a baccalaureate degree and should _
include studies in the arts, humanities. and the natural and socia! sci- tive teachers

Moving prospec-

ences: the program will address issues of diversity and multiculturalism; from schools
and the instructional certification program shall require professional

studies in teaching methodology (e.g.. human development. historical
issues in education, developmental reading and reading in the content
area, instructional resource identification, and computer literacy). departments

of education

to academic

= : , to obtain their
PDE regulations also govern the specific standards that each program

must satisfy in order to be approved. For example, a biology program subject matter
must include the study of living materials in laboratory as well as field, training will no
and the interaction of biology with ethical and human implications in
areas such as genetic screening, cloning, organ transplant. An approved
program 0 elementary education reguires study of the process of lan-
guage acquisitton and the measurement and evaluation of learning in
the cognitive, psychomotor, and affective domaimns, among other things. During
student teaching. the candidate must demonstrate competency in these areas.

doubt be an

improvement.

Individuals seeking to beceme certified as teachers in Pennsylvania must be of good
moral character; preduce a physician's certificate verifying that they possess the men-
tal and physical capabilities required for teaching; attain the age of eighteen; earn a
baccalaureate degree (excepuons involve temporary and vocational certificates); and
complete an approved program of teacher education.

Certfication in Pennsylvania involves two stages: provisional and permanent.

The provisionai certificate 1s valid for six service years. Candidates must pass the
Pennsylvania Teacher Certfication Test. which consists of four areas: Basic Skills;
General Skills: Princples of Learning and Teaching, K-6 or Principles of Learning and
Teaching 7-12: and Specialization Areas (see discussion below).

Movement from a provisioral to permanent certficate requires completion of an
induction program developed by the scheol dsstrct: twenty-four semester hours of
course work beyond the baccalaureate: six credit hours every five years n depart-
ment-approvecd r-service education courses, coliegate studes, or studies at
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degree-granting institutions every five years: and sausfactory completion of three
years of service.

In order to be certified to teach a particular subject, the candidate must fulfilt a pro-
gram of study that the college has st:putated will meet the specific progfam approval
standards, and that has been approved by PDE. The teaching certificate contains an
endorsement by the state which certifies that the teacher is legally qualified to teach in
the particular subject area. (Separately, PDE states what endorsements are required
to teach specific courses at specific grade levels.) Endorsements require graduation
from an approved program and passage of the appropriate subject test.

The emergency certificate is endorsed for a single subject. It is issued only at the
request of an empioying public-school entity or the equivalent. The chief administra-
tor of the requesting entity must certify that he has exhausted ali reasonable avenues
and has not located any properly certified applicant. Applicants for emergency certifi-
cates must meet a state health requirement. U.S. citizenship requirement, have a
bachelor’s degree; pass the Professional Skills Test; and not have been terminated
from a position in a public school.

An intern certificate is valid for three calendar years. It is designed to allow entry
into the teaching profession for qualified persons who already possess a baccalau-
reate degree. The candidate must complete an approved certification program'’s
pre-admission screening and be accepted into the program. He must pass the basic
skils, general knowledge, and subject matter area portion of the test. Upon comple-
tion of his internship, the candidate must pass either the Praxis Principles of Learning
and Teaching K-6 for Elementary and Early Childhood Education or the Principles of
Learning and Teaching 7-12 for secondary areas before receiving a provisional certifi-
cate. Continuous enrollment and satisfactory progress in a Teacher Intern Program
lead towards a Level | Certificate.”

Details that Matter

Having shown some major components of Pennsylvania’s regulatiors, let us now
review them with a careful eye.

For the past six months, the Governor and Pennsylvania Department of Education
have been engaged in protracted negotiations with the Pennsylvania Association of
Colieges of Teachers Education (PACTE) over moving from the program approva:
standards described above to new standards based on requiring a full college major
(e.g.. that prospective biology teachers take the same course work as a true biology
major), and both admissions and graduation grade point average requirements.

While such a change has enormous merit, whether 1t becomes state policy will
depend on the tenacity of policymakers to 'nsist that a biology teacher must know
biology. ard the wilingness of education schoo's to suffer what they dair. wi't be
catastrophic recductions in overall enrollment 1o allow this to happen.
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Moving prospective teachers from schools of education to academic departments to
obtan their subject matter training will no doubt be an improvement. There are, to
be sure, all kinds of biclogy departments, and all kinds of required course work to

become a biology major. Still, this is a minor concern compared to
what current program approval standards permut.

The vagueness 1n today's standards also means that the Department
can choose to enforce them more or less leniently. Teacher prepara-
tion can be a lucrative activity for a college or university, and there are
significant tensions over market share. The combatants are the private
colleges and unwversities, which receive no state subsidies, versus the
fourteen state-supported former normal schools whose state appropri-
ations are their fiscal lifeblood, along with the three state-related uni-
versities (University of Pittsburgh, Penn State. and Temple) which
receive substantial state appropriations and engage in significant teacher
training. Considerable pressure is applied when gubernatorial adminis-

Vague state
curricular

requ:renmnts

virtually

guarantee
wide diversity
in the teacher

knowledge base.

trations change to place a champion in the position of Deputy Secretary for Higher
Education in the Pennsylvania Department of Education. That person has primary
authority to approve or disapprove a program and substantial leeway to do what he

or she wants.

Comments on Program Standards

Note that there are few restrictions or prescriptions about the faculty of an approved
program. They need not be expert in the subject areas in which prospective teachers
wish to teach. The only requirement is that some must have experience in the public

schools.

There s no obligation for the faculty to have Ph.D.'s or engage in scholarly research,
and there is no mention of what the tenure track faculty should have by way of edu-
cation background or expertise, as contrasted with what the adjunct faculty must
have. Requiring, in effect. that only former school teachers teach prospective teach-
ers has the effect of ensuring that current classroom practices will be perpetuated.

The specific program standards are also problematic. The curricular requirements for
a biology teacher merely require him or her to take studies with living materials in
the faboratory as well as to have fieid experiences. These “requirements” could
encompass almost anything. First, “studies” are not credit hours. Second, iving mate-
rials could be studied by simply going to a zoo and looking at animals! Third, simply
requiring a college or university to require "...studies or experiences in..." without
providing time or credit requirements encourages the training mstitution to econo-

mize on faculty and student time.

Net detailing the composition of particular studies, such as what must be ncluded n
the content of a chemistry or cellular biology course, means that the requirements
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m.gh: be met with a few survey courses. The effect of structuring curricula require-
ments in this fashion 1s to put the obligation for oversight end quality controi on the
education department in the ccllege or unversity rather than on the state agency's
shoulders.

Such vague state curricular requirements virtually guarantee wide diversity in the
teacher knowledge base. One can envisage a college education department, facing
financial pressures, that cuts the number of specalized biology courses. and subst:-
tutes survey courses. The “...studies of and experiences in. ." test
Europeans would still be met.

enforce Such vagueness actually gives loca! school! districts almost complete

much stricter discretion in hiring. Consider what these vague standards mean for
standardized Pennsylvania's 106,000 current ciassroom teachers. Given that virtually
alt of them are tenured, what they had to learn to earn a teaching
certificate is what they know today. And given reciprocity among the
states, such low standards mean that other states hiring teachers who
teachers. In meet Pennsylvania’s low requirements face equal uncertaintres.

testing for

prospective

France, no

Admissions Standards
more than IS5

percent pass Pennsylvania requires each coliege education department or education
school to have admissions and retention requirements, but does not
the most specify what these must be. For example, there is no state require-
ment that only those earning a bona fide high schoo!-diploma may be

certificate admitted into an approved teacher preparation program.

demanding

examination. More importantly, Pennsylvania does not stipulate as part of its pro-

gram approval requirements any minimum score on the American
College Test (ACT) or Scholastic Assessment Test (SAT).'® Connecticut, by contrast.
requies that applicants demonstrate minimum passing scores on one of several
examinations. If the student offers the SAT. for example, he must have a combined
SAT score in excess of 1,000 (with neither portion falling below 400). In 1997, a
combined SAT score of 1,000 was at the 50th percentile. This 1s not very high, but
1115 a standard.

Passing the Tests

Pennsylvania. like most states. requires that prospective teachers earn passing scores
¢~ various standardized tests. This requirement was first established in 1987 when
tre General Assembly directed the Department of Education to require standardized
reciz of teachers: however, the passing test scores are set by panels of Pennsylvanmz
1eacners. not by the independent agency that constructed the tests. These passing
sceres wese kept so low that. historically. abeut 95 percent of those taking the tests

~asseq ther !
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High pass rates on standardized exams can mean several things: the test 1s easy, the
passing score 1s set very low, and/or the candidates taking the test are all highly quali-
fied. Remarkably, Pennsylvania was unable for ten years to set any passing scores for
chemistry and physics, the result being that everyone who tock these tests, and
passed the general skills tests required of all prospective teachers, was awarded a
chemistry or physics certificate.

Such high passing rates cannot be found n other areas of professional licensure. it is
common for fewer than half of those taking the national CPA exam to pass all parts,
and about the same for those taking state bar exams. Europeans also enforce much
stricter standardized testing for prospective teachers. In France. no more than |5

percent pass the most demanding certificate examination. !

Emergency Certificates and Waivers

Issuance of emergency certificates is the primary mechanism by which local superin-
tendents circumvent Pennsylvania's modest certification requirements. This essentially
allows a loca! superintendent to hire whomever he wishes and this permits the
employment of either more or less academically qualified teachers. My understanding
of actual practice in Pennsylvania 1s that it is typically used to dea! with demands by
school board members and other interested members of the community to hire par-
ticular individuals regardless of their academic qualifications.

The key to see how this can happen s to corsider carefully the phrase "...no fully
qualified AND properly certified applicant available...” Since the term “fully qualified”
's not defined anywhere in the regulations, the local superintendent
may interpret it to mean whatever he needs to in order to achieve his
hiring objective. The superintendent merely has to plead with the state _
certification bureau, typically a few weeks before the start of classes. to  IRESMARIILSLIgH
issue the emergency certificate, and assert tnat he could not find any- certificates
one who s fully qualified. Swamped, and perhaps recewving supporting
evidence from other interested parties, certfication bureau officials get
pressured into granting loca! officials what they ask for.'3

~The supply of

continues to
exceed the

aggregate
Michigan, by contrast, requires the Super:ntendent of Public Instruction
to find that the education of children is at risk should an emergency

certificate not be granted. That mechanism makes the education of the

demand.

chidren the decision criterion, and requires the state to make a positive finding about
the relationship between the children’s education and the applicant for the emer-
gency certificate rather than requiring a state oif cal merely to weigh a local official’s
plea on benalf of the roncertificated apphcant. !4
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Professional Development

Much s made in Pennsylvania of the subsequent education requirements that must
be met in order to obtain a permanent ceruficate; yet in-service courses count
equally with courses from approved university programs. In-service training typically
occurs In a district by declaring a schoo! in-service day which translates into the chil-
dren staying home and the teachers enjoying a seminar, with coffee and doughnuts
and catered lunch.'> The twenty-four-hour credit requirement can also be earned
in part via the required teaching internship; this effectively permits doubie counting
of student teaching.

The Teacher Market

Much of the impetus fcr teacher quality reform has come from the observaton thet
a large fraction of the teacher force is eligible for retirement in the next decade. As
much as 60 percent of Pennsylvania's classroom teacher force could turn over by
2006. At fifty-five years of age and thirty years cf service, a Pennsylvania teacher s
elgible for full retirement benefits. The legisizature has also kept open an early retire-
ment window without penalty at fifty-five and 27.5 years respectively. In 1993,
about 10,800 teachers and admunistrators, 9 percent of the professional personne:
in Pennsylvania's public schools. elected to retire. (Half of the distnicts” business
managers elected to retire.)

Large-scale retirements create an cpportunity to upgrade the skilis of the teacher
workforce if teacher preparation institutions can be encouraged to raise their admis-
sions and curricula standards.'® In 1996-97, the median age of Pennsylvania class-
room teachers was forty-five years. Median years of total experience {countable for
state retrement plan purposes) was sixieen years. '’

Whiie a retirement chff 15 nearing for many districts. the hinng of new teachers
straight out of educatien school has been modest: abcut 1,300 newly certifiea
teachers were hired in each of the past several years: about 5,100 total teachers
are annually hired. Tne suppiy of new teaching certificates continues 1o exceed the
aggregate demand: about 20,000 new teaching certificates are produced each year
by Pennsylvania’s ninety-one approved programs. Over the period 1991-97. 39.0CC
elementary teaching certificates were awarded. equivaient 10 the ctai number of
employed elementary teachers statewide!'8 Far mcre ele~ertary-schoct teachers
have been trained in Pennsylvania than are being hired- -a pattern that s lkely to

persst inio the indefinde future uniess correctve actor s laken

Caticrmia encourages teacher market realism by statutcr.y obhgating cach ieacher
preparation nsttut:cn 1o publsh g graduates’ employment rates. This :s one of the
referms preposed by the Pennsylvan & State Board of Ecucaton but resstec by many
$ITls O eduabion as urnecessary and admiistratvely nfeasbic They cam e

have no mechanism to ‘cllovs ther graduates’ 'abor market actvi = Deans of ec..-
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caton schoo!s contest my conclusion that most school teachers trained and certified
in Peansy'vana are never able to find a teaching position by asserung that their gradu-
ates take jobs outside of the state. This may or may not be true.

How Caifornia teacher preparation insttutions are abie to track the employment of
their graduates white Pennsylvania’s institutions cannot remains a mystery. Since
records were kepi, Pennsylvania has cerufied over 516,000 public school teachers,
whie only :06.000 are currently employed in the classroom. 20

Teacher Quality

When high-schoct senors take SATs, they are asked to report their intended college
maicr. The College Board then reports the results. Table | displays the mean verbal
and math SAT scores from Fall 1996 as reported by Pennsylvania high-school seniors.
it alse csprays the U S, scores. Several points are evident. First, Pennsylvania’'s SAT
scores are 'ower than the natonal scores in every field.

Second. Pernsylvania’s high scheol seriors intending 10 become education majors
scored substantially below their classmates interested in pursuing other academic
majors. For example, tne mean SAT math score of an intended education major was
471 compared to 614 for intended math majors. a difference of 30 percent. When
the same education major's verbal mean SAT score of 483 1s compared to the 595
£ 3 language and lterature major. we observe a 26 percent difference.

Table 1. Fall 1996 SAT Scores of High School Seniors by

! Intended College Major: U.S. and Pennsylvania

Mean Mean Combined Combined
SAT SAT Math & Math & Verbal
Intended Major Verbal Math Verbal Percentile
U5 Equcation 487 477 964 37.7%
ol zaaues 225 470 954 3557
US Mathema: ¢z 552 626 1178 85.3%
P R A 5.1__ 0,1 ] }Sh 8: C‘:.‘
125 Bologiea! S2 2rce 5405 545 1091 69.0%
RN S U sl 5.2 1058 =3 T
2 Physicat S e 5735 595 1170 84.1%
g e tal 574 $140 TS
LT Language & Lrervure 605 545 1150 80.9%
e S N o7 Pral Thoes
S Business 62 500 982 42.2%
Source:
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The combined math and verbal score of thcse interested in becoming teachers was
at the 35th percentile of all those in Pennsylvania who took the SAT while those
intending to be math or English majors was abcve the 80th percentile.

If the academic achievement level of classroom teachers hovers at the 35th per-
centile, that means that two-thirds of the students in the classroom have stronger
scholastic achievement than did their classroom teacher a few years before.

The fact that future teachers’ SAT scores are well below average should be contrast-
ed with those required by Kaplan Education Systems, which sells a well-known SAT
preparation course€. Kaplan wili not consider hiring anycne to teach in its SAT prepa-
ration program who scores below the 90th percentile on the math and verbal SAT
tests. Princeton Review has a similar requirement. Figure | displays the relative posi-
tion of combined SAT scores by intended major in 1997, and contrasts what Kaplan
requires s instructors 1o have.

Most states independently measure the general and specific knowledge of prospective
teachers as they are finishing their college degree. ETS historically sold the Nationa!
Teacher Examination (NTE) to thirty-four states, but is replacing it with the Praxis
examinations. Table 2 displays several general skill-and-knowledge examinations that

Figure 1. Combined Nationai Math and Verbal SAT Scores of HS
Seniors by Intended College Major, 1997
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ETS offers for teaching candidates, and the two specialty biology tests that prospec-
tive Pennsylvania biology teachers must take. along with passing scores as of 1998
for the Commonwealth's biology teachers.2!

Consider the Biology Knowledge 2 test. Pennsylvania's biology teachers needed a
score of 135 to pass it. Since scores range from 100 to 200, a score of 135 means
that students must correctly answer 35 percent of questions of average difficulty to
pass the test. To put these figures in further perspective, |35 was at the 25th per-
centile of the national distribution of Biology Knowledge 2 scores.?? It's not unrea-
sonabie to ask why a panel of experienced teachers in Pennsylvania believed that
their state’s biology teaching candidates need correctly answer only 35 percent of
questions of average difficulty.

Table 2. Passing Core Battery (CB) and Biology Test Scores for
Biology Teaching Candidates in Pennsylvania (1998)

Standardized Passing Questions to be answered
Test Score correctly to pass

LD _omntunications 66 “out of 990) 53.5%
Ezerendt knowledse o= out of 990; 53.2%

<2 rProfessional Knowledge 643 {out of 990) 53.1%

5 Keowlegor Pae et of 2004 4100

3ininev Krowledge 2 135 iout of 200) 35.0%

Source: Pennsyharuz Depantment of Ecucaton. Educational Testing Senvice. author's caiculations.

Gwenr tee vast numbers (20,000+) of teaching certfficates awarded each year by
Penrsylvania teacher preparation institutions, one may farrly ask what is the know!-
edge level of these potential classroom teachers. Given the weak program approval
standards discussed above, and the protestations from some deans that their school's
curricula and graduation requirements are more demanding than the state standards.
15 useful to check independently tc see how these prospective teachers (or the
total of supply from which districts may hire) do on independent, standardized tests.
Table 3 shows the range of NTE scores for nine subject areas, and identfies the col-
lege or uriversity that had the highest and lowest median NTE scores for each. The
table also translates the high and low median scores into the percentage of correct
answers on questions of average difficulty. With regard to te top scores, four private
colieges—-Swarthmore (3). Lafayette (3). Chatham (2), and Bryn Mawr (1 )—shared
the heners. Translated into percent correct, their scores ranged from 63.5 percent
correct in chemustry to 84.5 percent cerrect in English.

With regard 1o the lc. est median NTE scores in the nine subject areas. they
occurred ameng six institutons-—Cheyney (3). Holy Farmily (1, King's College (1).
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Lincoln (1), Ursinus (1), and Waynesburg (2). The range of percent correct went
from 4.7 percent in physics to 44.6 percent in Englsh. Remarkably, if one correlates
the employment rate of each institution’s graduates by subject area with the institu-
tion's median NTE score, there is no reliabie relationship except for mathematics
(+.24) and chemistry (-.26).23 The latter underscores the harsh reality that, when
no standards were imposed during the ten-year hiatus, districts were careless about
whom they hired, so long as the person had a certificate to teach chf-:rvmstry.24

Who Gets Hired to Teach in Pennsylvania and Why!?

It 1s not surprising to find that teacher preparation programs vary wideiy in what ther
graduates know about the subjects they intend to teach, for the programs also vary
widely in thewr admussions standards. curricular requirements, cost, and faculty. For

Table 3. Teacher Test Scores in Pennsylvania by College
or University Median National Teacher Exam (NTE)
Scores (1987-97) in 9 Specialty Areas:

L.

' Specialty Number of Top Passing Top Program’s % Correct
Area Programs Program Score Median NTE of Median
Elementary 79 Lafayette 570 710 62.2%
“tathemarncs 79 Swarthmo-e 540 40 e 17
Chemistry 54 Chatham 500 720 63.5%5
Jology 77 Lafavette 580 - 500 T3
Physics 50 Swarthmore 440 810 75 7%
Generdl Scevce A4 Chatham Nore - 740 o LT
Earth and Space 32 Lafayette 570 > 800 =74 3% 1
Zrohsh 78 Svaarthmaere 450 875 SRIEN
Social Studies 79 Bryn Mawr 580 685 58.8%
Specialty Number of Bottom Passing  Bottom Program’s % Correct

i Area Programs Program Score Median NTE of Median

| Elemenary 79 Ursinus 570 < 570 £43.2%

e e 79 Chewre, 540 500 RIS
Chemistry 64 Waynesburg 500 380 1765
e ldom, 07 Creyrs, el :8h Sl
Prysics 50 Lincoln 440 285 47 %

Leoeryt Soe s 4 Haoly Fam, Nore 520 EE
£arth and Space 32 King's Colleze 57C -~350 < 132.5%
S chen “E e v e g Ee B
Socal Studies 79 Waynesburg 580 550 205

Source: Autrors tabulations of NTE so2tes o Per =4t

el
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children and parents, the key issues are: who winds up in front of the children, what
do they know, and how does it affect the students’ learning?

Because Pennsylvania school districts typicaliy do not hire teachers from preparation
programs located more than seventy miles away, it makes sense to examine the NTE
scores of employed teachers by Metropolitan Statistical Area (MSA).2> Table 4 shows
just how variable the knowledge of employed school teachers ss. In the Allentown
MSA, for example, there are twenty-two school districts. If we tabulate their median
mathematics NTE score, the district whose teachers had the highest score had a 760
out of 990. or correctly answered 68.9 percent of questions of average difficulty. The
schoo! with the iowest median NTE score in the same MSA had a 540 (the mini-

mum passing score under state regulations) or correctly answered 39.2 percent of
questions of average difficulty.

~ niology. the district with the highest median brology NTE scored 910 out of 950
o: correctly answered 89.2 percent of questions of average difficulty. while the bot-
oy district’s median NTE score was 580 or correctly answered 44.6 percent of

Table 4. Employed Classroom Teacher Content
Knowledge: Highest and Lowest District Median NTE
Scores by Pennsylvania Metropolitan Statistical Area

MSA's MSA's MSA's MSA’s
Number High & Low High & Low High & Low High & Low
of Districts NTE Score NTE Score NTE Score NTE Score

MSA In MSA Mathematics Biology Chemistry Physics
Allentown 22 760-540 210-580 530-390 640-540
oy B olZ-2u0 ool -2 20 AR
e par iS5 72G-54C 750-725 590-470 700410
2 : 650-220 FEl.a0 Sod.=ag ST
= armsburg 29 720-570 90C-e30 690-460 650-430
3 Tel-5T Ll Sel-=490 T
Lancaster '6 800-620 86C-¢30 710-520 660-260
AL ol 350 e’ 82200 TTO A0 EURETRY
Pspuren L0 720-510 8eL-480 770-415 740-380
el - TIC-L T RN a2 2a0 -
3.ranton 23 710-2¢60 g8iC-Z90 NA 520-560
e Coliese < BOQ-5417 822290 NA .
' =t .
HEARN o 8B40, 570 7825390 685- IR

(Wl
¥al
,oLn
]

Source: -
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One can find
examples of

both rich districts
being selective
and rich districts
hiring elementary
teachers with

fow NTE scores,
as well as
‘examples of

poor districts

hiring elementary

classroom
teachers with

high scores and

questions of average dificulty. It is difficult to imagine that students
exposed to a teacher with half the content knowiedge of another
would be getting the same bioiogy education.

If one carefully examines Table 4. one sees that, in chemistry and
physics, districts hired teachers with Iittle subject knowledge.
Somewhere in the Lancaster MSA, a physics teacher was hired who
scored 360 out of 990 on the NTE physics test. This transiates into
answering correctly 14.9 percent of cuestions of average difficulty.
This occurred, as noted above, because for ten years the state faiisc
to set passing scares in chemsstry and physics, and simply certified
anyone who took the exam and passed the core battery tests.

In view of the wide varations in results shown by employed teachers
on standardized tests. we might ask, what is happening? Is the variation
due to inadequate salary levels or large variations in district wealth? if
one locks closely at the scores of elementary teachers hired. one can
find examples of both rich districts being selective and rich districts hir-
ing elementary teachers with low NTE scores, as well as examples of
poor districts hinng elementary classroom teachers with high scores

and poor districts hiring teachers with low NTE scores. 28
poor districts

hiring teachers The Legal Framework
with low NTE

scores.

Some sights into these haphazard hining patterns can be gained by
examining the statutes governing the teacher hiring process in

Pennsylvania, and the broader 1ssue of district governance.

Pennsylvania law is silent about how teachers are to be recruited and hired except 1n
Pittsburgh and Philadeiphia. These twe districts are obligated to hire from hsts that
rank candidates by measurable characteristics, and must present at least three names
for each vacancy to the local board. Nowhere can one find in the School Code that
districts seeking to hire teachers must advertise in newspapers of generai circulation.
Indeed. one encounters protestatrons of unnecessary expense in response to such
Suggest.ons.

The decision by a superintencent to make a job offer to an applicart must first be
anoroved by public vote of the board. State law prohibits any school board member
from voting on the empioyment of a relative. Yet these rules are less than they seem.
Let us examine in more detal the requirements to be a school board member, and
the ruies governing a board member’s conduct. To be eligible to stand for election. a
prespective member of a schoot board i Pennsyivania need only be a citizen of the
Commcerwea'th, a persor of good mcral character, eighteen years or older, and a
resident of the district for at 1east one vear. Direct self-dealing s imited statutoniy :n
SeVeral ways.
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School employees are prohibited in Pennsylvania from serving on a beard where
they are employed; however, this does not preclude them serving on a board where
they live if the district of residence s different from the district of employment. 4/

Scheol board members are prohibited under the School Code from voting on the
appointment of a relative to a teaching position, and the Code prohibits a school
board member from being interested in, or doing business, with the school district
during the term of office. These are, however, only direct prohibitions, and do not
deal with indirect conflicts of interest that might involve, say, a spouse, relative, or
friend engaging in business with the district in which the school board member
serves.

The Code prohibits a school board member from receiving, directly or indirectly,
monies as a consequence of voting on matters which come before the board. By not
participating in a vote on a contract decision, or by delegating decision-
making over financial matters to a superintendent, or to other board

o _ L Districts consider
members, a board member is reliev 2d from this prohibition.

test scores no

Prior to 1968. the cath of office administered to elected board mem- .
, _ more hgavily

bers obligated them to affirm “...that | will not knowingly receive, W
either directly or indirectly, any money or other valuable thing for the than an
performance or nonperformance of any act or duty pertaining to my applicant’s
office. other than compensation allowed by law." Effective November
22, 1968, however, the oath of office merely required affirmation to
support, obey, and defend the State and US Constitution, and to dis-
charge the duties of cffice with fidelity.28 extracurricular

willingness to

engage In

. : : , activities.
The Pennsyivania Ethics Commission 1s responsible for enforcing these

modest rules. Examination of its decisions and case law indicates that
the Commuission interprets the ethical obligations of elected school board members
narrowly. This means one can simply abstain from voting and log roll while friends
and family are hired by the district on whose board one serves.2? Moreover, by
abstaining from voting on any contract or other money issue, a determined (and not
ethically chalienged) schoot board member can benefit indirectly from the board'’s
appropration of monies.

Hiring Practices and Procedures

The second issue that arises when examining the test scores of employed teachers 1s
the nature of the persornel process itself. In the Spring of 1997, a survey instrument
was designed andg fieid-tested to elict the ways by which local school districts go
about niring classroom teachers.*" The State Beard of Education wrote each superin-
tendent, school board president. and u~an pres:dent asking for their cooperation in
filing out the fourteen page questionnarre. Confidentiality was guaranteed. and each
stakeholder was 1old that the others were recewng the same questrornarre.
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The foilowing major points emerge from the resulting data:

i, About 40 percent of current teachers in the district obtained their high-schoo!
diploma or attended high school in the district where they work:

2. Only 49 percent of the districts have written hiring policies;3'

3. About cne third of districts fill full-t:me openings from substitutes or part-time
teachers whom they already know: |4 percent of fuli-time positions are filled
from internal transfers within the district.

4. Only 25 percent of districts advertise openings outside of Pennsylvania:
about 83 percent advertise outside their district; the major forms of adverts-
ing are the Pennsylvania School Boards Association Bulletin, word of mouth,
bulletin boards in the district, education schools' placement offices, and local
newspapers;

5. Twenty-six percent of districts reported requesting waivers from the Depart-
ment of Education and 65 percent (of those requesting) obtained a waiver:
only 27 percent of those requesting walvers stated that a waiver was requested
because applicants were not fully qualified;

6. Independent evidence on content knowledge and caliber of certifying
Institution was about as important in recrutting as indications of community

nvolvement, willingness to assist in extracurricular activities, and non-teaching
WOrK experience;

These results suggest. consistent with Ballou and Podgursky, Teacher Pay and Teacher
Quality, that most districts place hittle emphasis on the content knowledge of appli-
cants other than what is reflected in their grade point averages.32 Districts consider

test scores no mere heavily than an applicant’s wilingness tc engage i~ extracurricular
actvities.

Student Qutcomes

A question naturally arises as to whether the teacher employment process 1s associat-
ed with different levels of pupil achievement. Common sense suggests that the more
carefu! districts are in selecting teachers, and the more attention that s paid to the
academic background and achievement of teachers in the selection process. the

more likely it 1s that distr:cts’ own students will perform better or ccmpetency and
achievement tests.

Two kinds of evidence are available to nvestigate this relationship: simpie correlat:ons
between measures of hirng practices and studert achievement, and mult.ple regres-
s On results that ho € corstant the secoeconome background of the stucents and the

educationa! attainment of ther parents.
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What we find, broadly, is that the more professional the teacher-hiring process, the
stronger 1s student achievement.

Statistical analysis revealed the following relations:

(V)

The higher the fraction of a district’s teachers that attended its own high
schooi, the lower all of its test scores are. and the lower s the fraction of

high-school seniors with post-secondary education plans.

The more frequently a district requested waivers from PDE, the lower the
various measures of student achievement. Correlations here range from -.12

o -.'8.

Districts that request information beyond the mandatory state form tend to
have students who achieve more highly across all grades. and also have a
higher fraction of hugh school seniors with post-secondary education plans.
Correlations here range from +.168 to .25; aii are statistically significant. For
instance, requesting written recommendations was significantly related to stu-
dent achievement. Since candidates must obtain in writing others’ opinions of

their skills, this can be viewed as an indicator of how seriously
the district views the application process. Evidently, districts that
make this effort also have students who achieve more highly.

Initial screening on the basis of grades is associated with
superior student achievement, as is screening on the basis of
past performance in teaching and references and recommenda-
tions. Screening based on teaching experience is not associated
with higher student performance. Where districts emphasize
advanced degrees, test scores, and essays in their screening
process, eleventh-grade student performance in math and read-
ing 15 higher.

Where districts emphasize community involvement and willing-
ness to do extracurricular activities in their initial screening, there
15 generally no relatonship to student achievement.

Where dsstricts screen applicants on the basis of whether or not
apphicants are district residents, student achievement at all grades
15 lower. These are some of the strongest correlations found:
they range from -.20 1o -.30.

The above correlations conform with common sense: districts that use
more prcfessicnal personnel practices tend to be districts whose stu-
dents are more lhkely to pursue post-secondary education and have higher math and
reading achievement sceres. Yet it 15 easy to 'magine other factors, such as the

Districts that
use more
professional
personnel

practices tend

_to be districts

whose students

are more likely

to pursue post-

secondary educa-
tion and have
higher math

and reading
achievement

scores.

seaoeconome status of students’ famibes, play:ng important roles in explaining stu-

cdert achieverent, and these need to be accounted for as well,
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Econometric analysis that takes into acccunt these background factors found the
following: 33

Districts that hire thewr own graduates. holding constant the socioeconomic status

of students currently being taught, are school districts whose achievement is lower.
A | percent increase in the percentage of teachers hired from a school’s own gradu-
ates 1s associated with a reduction of two-thirds of one percent in the percentage of
high-school seniors with post-secondary educaticn plans.

Hiring insularity depresses various measures of student achrevement. These depress-
ing effects are five to ten times the size of the effect of ccming from impcverished
families.34 Thus, districts with children from AFDC families, whose standardized
reading and math scores are lower than students from nonpoor families, do no cne a
favor if they hire their own graduates. A | percent increase 1n such employment will
depress eleventh-grade reading and math scores by one tenth of one percent, while
poverty, per se, reduces reading and math scores by just one-hundreth of | percent,

Conventional and Unconventional Reform Strategies

Teacher certification requirements are modest in Pennsylvania. As a result, there 1s

a large pool of certified teachers from which districts make employment decisions.
and that pool is highly variable in quality. The hiring process does little to ensure that
those hired are the best teachers available. What can be done to improve teacher
quality? Here are some conventiona! and uncenventonal reform strategies.

Conventional Reform Strategies

I. National Commission for Teaching and Amernica’s Future

in 1996, the National Commission on Teaching and America’s Future recommended
improving the quality of classroom instruction by shoring up the three-legged stool

of teacher quality assurance — “teacher education program acceleration, nitial
teacher licensing, and advanced professional development.”3? Leg one would be
strengthened by requiring that programs be accredited by the Nat:onal Council for
Acceleration of Teacher Education (NCATE). Leg two would be strengthened by
requiring that beginning teachers meet the standards being established by the
Interstate Teacher Assessment and Support Consortum (INTASC), based i turn

on the work of the National Board for Professional Teaching Standards. Leg three.
certification, involves utilizing the National Board's framework for assessing excelience
in professional practice. Mamnstream reform thus involves changes in program accredi-
tation procedures and extensive use ¢f a national master teacher certification.

Based or what we have seen n Penrsylvania. the reader may well harbor misgivings
about this approach The call for further accrednaton by NCATE. for example, rimgs

hollow. tf one orrelates by district any Of the student ach-evement measures dis-
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cussed earlier against the percentage of each district's teacher force graduated from
NCATE-certified institutions in Pennsylvania. one finds that the relationship s inverse.
The percentage of students with post-secondary schooi plans actually falls as the
fraction of teachers from NCATE-certfied programs rises.°

Further. if one looks at the percentage of children testing below grade leve!. one finds
that fraction growing with the fraction of a district's teacher force that graduated from
NCATE-certified education programs in Pennsylvania. These empirical results are the
opposite from what one would expect if NCATE approval were really a source of
quality control for teacher preparation programs.3’

The Nauonal Board for Professional Teaching Standards holds out the hope of using
master teachers tc observe and certify others so that states can begin to reward ther
outstanding nstructors. Yet this approach has two fundamental problems: it is based
on peer review and has not been validated in terms of student achievement.

The process is also expensive and tme consuming. Today. the U.S. has some 3 mu!-
lion classroom teachers, and just a few thousand Nationa! Board-certified teachers. if
one assumes that the number of National Board-certified teachers doubles each year,
one finds that evaluating 3 million teachers will take at least eleven years. Moreover,
most of the beneficial effects accrue in the latter part of that time period. At $2,000
per teacher, it would cost about $6 billion to evaluate the nation’s classroom teach-
ers Meanwhile, at least one-third of them wiil have retired and been replaced.

Then there 1s the harsh reality of SAT scores. If teachers’ scores contnue to hover
around the 35th percentile, then no amount of accrediation or subsequent prefes-
sional development will succeed in convincing the other two-thirds of students about
the reality of what the classrcom teacher knows.

2. Requiring College Majors for New Teachers

A second type of mainstream teacher quality reform is to require that future teachers
have true college majors in the areas in which they teach. As noted earler, this 1s the
reform over vhich Governor Ridge ard the Pennsylvamia Department of Educauon
have been gndlocked with nigher education for the past six months.

By requiring true ma;ors :n English, mathematcs, etc., stll within just four years of
course work, schcc.s of education will go through radical downsizing as therr courses
et traded for those taught .» other departments. Not only will course credits
decrease in schocls of ecucation, it is ikely that erroliments will also drop sharply.
since students who prevously were abie to avo'd nigorous courses by taiing educa-
ton-schoo! courses wei Nz longer be able to get away with this. Some will simply
cheose not te go te coilege. Others wili find that career opportunities resulting from
the true college major are superior to thase :n the ciassroom. Finally, f minimum
gracde oCcimt averages, aar retered hy depa-rentc outade schon's ¢f edutatarn ate
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rposed, as suggested mn Pennsylvania. it 1s likely that apphcatens will drop. and grac-

uaton rates along with them.

Whiie | am mindfui that this strategy is bitterly resisted by entrenched education
departments and schoc!s of education, it would solve a good part of the teacher
quahty problem by subjecting teachers tc academic training in the fields they are

going to teach. For this to be meaningful, however, state supervision of the definition
of a coliege major needs to be imposed and actual student transcripts need to be
randomly examined. Independent validation of subject knowledge can be accom-
p'ished by rasirg the passing Praxis scores, and insisting that they be validated in
terms of pupi achievernent.

3. Elmination of Initial Certificatiori Requirements: New York's Trial Balloon

One of the mest interesting teacher quality reforms being debated was New York's
trial balloon to eliminate initia! certfication requirements entirely, and allow anyone

The ideas

suggested are

>

unconventional
for an economist,
because they

- rely ot least

inttrally-on

properly alfgmng
- the civic duties,

responsibilities,
" and authority
of school board

members.

who has a true college major in a subject area to apply for a teaching
position and be allowed to teach. Two conditions were to be fulfilled:
the prospective teacher would have o take some pedagogy and child
development course work in the summer preceding the first year of
teaching. and subsequently take additional, specified course work over
the next seve al years to earn the equivalent of a Master of Arts in
Teaching or MAT. At the institutional level, if at least 80 percent of
studerts i a school of education do not pass the New York subject
matter tests, then the schcol of education risked losing its program
approval. This proposal was not adopted; one can speculate that
schools of education fought 1t because it would have dried up therr
supply of applications (and therefore tuition ncome).

Another way to think about the New York trial balloon, or strengthen-
ing “alternative certification” mechanisms as it is calied in other states. s
to think about what sort of skills and knowledge a schoo! district would
obtain if it simply hired randomly from the pooi of college graduates.
Think of this approach as throwing a dart at the norral curve of SAT
scores. On average, one would wind up hiring someone close to the

mean SAT score, and not on the left side of the distribution at the 25th perceritie as
has been the case in Pennsylvaria 28

St this approach to improving teacher qualty fais to deal with the focal hiring decr-
sion. and one car fairly observe that  wouid do nothing to address hkely subject
n-atter shorttalls of current teachers

7 The Thormas B Fordham Foundauorn ¢ 123

s
(O]



Robert P Strauss

Unconventional Reform Strategies

To make a difference today and tomorrow in terms of the quality of classroom teach-
ers in Pennsylvania (or any state) may require new kinds of thinking. The 1deas sug-
gested below are unconventional for an economist, because they rely at least initiaily
on properly aligning the civic duties. responsibilities, and authority of schoo! board

members.

The first step in straightening out local civic authority is to recast the oath of office
that school board members must take so that they publicly agree to high standards of
ethical conduct: they must agree not to benefit financially, directly or indirectly, from

the activities of the schoo! district.

Today, few states clearly prohibit conflicts of interest in business dealings of board
members with the district which they govern. For example, only eight of thirty states
whose state faws we have examined preclude elected school board members from
having direct business dealings with the district that they were elected tc govern.
Sixteen even permit an elected board member to vote on the offer of a job to a

relative. 3%

Optimists may argue that such explicit regulation is unnecessary and accusatory. Let
me reply by suggesting in business pariance that if one leaves “money on the table”

why should we be surprised when someone picks it up? Lax ethical
standards allow school board members, if they choose, “to take the
money off the table” without regard tc the effects cn the education
of children. 40 ’

Related to prohibiting self-dealing is the inclusion in school board and
superintendent oaths of office that their purpose s to ensure that each
student is to be educated to the full extent of his/her intellectual capa-
bilities, and that it is their duty to keep the parents of schoolchildren
completely informed of each student's academic progress.*'

The nghts and responsibilities of school board members and superin-
tendents also need to be clarified. It is commonplace to hear board
members complain that superintendents keep them in the dark about
what is really going on, while superintendents routinely complain about
board members meddling and micro-managing . Many superintendents

What to do

with the inventory

of currgyf/\

typically tenured
teachers while
expecting

stronger

performance

from their

students?

seek to exploit asymmetric information relationships with their boards, and simply
stonewall requests for information about curricula, student performance. costs, and

so forth.

Another aspect of improving the ethical conduct of board members 1s to requrre
meaningful financial disclosure and reasonable compensation of school board mem-
bers. The purpose of financial disclosure 1s to create a basis for auditing the promise
not to engage in self-deaiing. The purpose of compensaticn 1s to ensure that people
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get paid something akin to their opportunity costs. Something on the order of
$7.500/year seems appropriate for the 400+ hours of ume that school board
members currently donate in Pennsylvania.

Dealing with the Teacher Inventory Problem:
Parental Choice of Teachers

While many teachers wili retire in the foreseeable future, others will remain in the
classroom for a considerable neriod of time. What to do with the inventory of
current, typically tenured teachers while expecting stronger performance from
their students?

The first question 1s what do they know? Suggesting that tenured teachers be tested
for their subject or content knowledge has so far found no takers among states pur-
sumg education reform. Yet there are other ways to benchmark their content know!-
edge. One might, for example, begin with the presumption that every

Hiring teachers school district has a handful of nonproductive teachers. It seems likely.
' for the wrong however, that while both school administrators and local union leaders

reasons is a

primary

know who those people are, the realities of the collective bargaining
agreement and the unwillingness of school administrators to engage n
conflict-ndden personnel procedures mean that these unsatisfactory

explanation teachers wili remain in the classroom. Their continued presence not

of why

schools fail.

only adversely affects the students. but probably also demoralizes other
teachers because they observe on a daily basis that nonperforming
teachers get the same rewards as they do. One way to address this
problem 1s smply to allow parents to choose who their children’s
teachers will be each year, rather than the current procedure of having school admn-
istrators assign students to teachers.42

At the extreme, "lemon™ teachers will find themselves with few students. Since there
15 no prohibition in current collective-bargaining agreements against their getting pad
even though they have no students to teach. and they are already budgeted for, the
adverse effects on students in the classroom will be mitigated. This proposal has the
additional advantage of being readily implemented by any superintendent and schoo!
board with gumption. lt 1s not expensive. it is unlikely in all but the smallest districts
that the dwersion of students to other teachers wiil lead to much of an increase in
Jiassroom size since the number of “lemons™ 15 small (I would guess under 5 percent
of the teacher force), and the effect will be averaged across many other teachers.

As taxpayers become aware of a few teachers getting paid to not teach. pressure
wil grow over time on policymakers to solve this problem rather than allowing it to
fester. Urdoubtedly. scme unproductive teachers will realize that they must improve
-~ crder 10 have students 1C teach, anc wili become effective enough to attract
suniis.? Others may thoose 1o retre.
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Robert P Strauss

Compare this approach o dealng wth th e current teacher force with such notions
as spending $2,800 per teacner on the Naticnal Board for Professional Teacning
Standards evaluation scheme. Empowering parents has nc direct monetary Costs.
and s fikely to have :mmedate. discernible, and widespread effects on teachers” own
investments in themselves. It seems unlikeiy that near-lemon teachers would willingly
permit therr own classroom enrcilments to drop oo small as parents moved their
children to other teachers who have stronger academic/subject backgrounds and
pedagog:cal skills. The prospect of newspaper or TV coverage of nearly empty ciass-
rocms would be a wake-up cail tc all but the most obdurate. The near-lemon group
wouiG begin te brush up on their skills and become more concerned with classroom

ez"ming than neretcicre.

Teacher Reform and the Charter/Youcher Movement

Hiring teachers for the wrong reasons is a primary expfanation of why schools faii.
indeed, \f one looks closely at successfc! school turnarounds, they virtually always
include selection of a new manager (principal), and the authornity to change staff, i.e..
undo previcus bad personnei decisions. A close look at what charters and vouchers
do when they really work indicates that they circumvent historically bad teacher
personnei decisiens. The charter/voucher strategy creates alternative sources of
education services involving different people. Because these teachers are uniikely o
pe unionized. and are likely to be younger than convertienal staff in a conventional
public-school system, they will be less expensive. Whether or not they perform bet-
ter depends on precisely the same ssues discussed above. 1.e., whether individuals
have strong academic preparat-or and demonstrate supenor pedagogical skiils.

One way to :nfluence the quality of teacring in these institutions 15 to allow them
to fure teachers who are not trad:tionally certfied. Fights over whether teachers at
charter or voucrer institutions are certfied are really fights over whether or not
¢~ dren empowered with choice wi! be consigned tc teachers frem the low end
of the SAT distribution. or from the middie or nigh end of the SAT distribution.

Allowing charter or voucher schodls to hre noncertified teachers 1s nat enough,
nowever. If choice laws do not insist that such teachers have strong general and
subject knowiedge (which can be determirea by requirng a coliege acadermic ma,or
o7 NSDeCt ng thelr test scores). tis easy to envisage further disappomtment. Cng ce
witnoct s.grifcart informaton for parerts and children about the acagemic qualifica-
1ons Of tealners Tay Not ieac to any sgnicant change Fal g 1o rnorove the sud-
startve krowiecge of tezchers. whie aim ng 1o ¢create more competucr and
Cheae M 2CLtaten, wl 3 Mpy wasie msre tme. resources. and squander erergy
and 'nliatve that ceu'c 08 cevoted 1o encuning that chidren iearn more.
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Who Gets Hired to Teach? The Case of Pennsylvania

The Larger Picture

It is commonplace now to questicn requests by public education for more money.
A nationally watched school-funding equity case in Pennsylvania recently lost, to the
shock and dismay of several hundred rural and urban school districts. While large
variances in per pupil spending were demonstrated by the plaintiffs, they failed to
provide a factual link between different spending levels and the provision of a thor-
ough and efficient education. Disparities between curricula and teacher quality were
not addressed. :

As noted at the outset, common sense tells us that improving student performance
dependé on improving curricula, the quality of new teachers, strengthening what
employed teachers know, and the quality of hiring decisions. In this paper, | have can-
didly reviewed what current law, regulation, and actual practice entail with respect to
teacher preparation and selection. It is not a confidence—inspiring picture.

This review may also have also left the reader wondering how any reasonable per-
son can say with a straight face that the problem of teacher quality will solve itself. It
is beyond me that, faced with the facts, one could simply say that all will be weli.

The astute reader may have noticed that, while | have exhaustively
dealt with the nature of teacher supply and teacher hiring, | have not
of serious addressed whether it will be possible to induce the best academically
teachoer qualified to accept K- 12 teaching jobs.

Devise a set

standar ds, Teacher salaries where | live are fairly high. The starting salary in the
cand bBite thie Pittsburgh Public Schools for nine months with a bachelor's degree is
in excess of $34,000, and in some affluent suburbs close to $40,000.
Rural and industral districts offer far less, but one would be surprised
how high relative salaries are, even if one compares nine-month to
the inventory twelve-month salaries.

financial bulfet

to buy out

d : . -
of substandarc One also now sees the beginning of political competition among states

teachers. and districts, as elected officials recognize that the public is upset over

public education and wants better results. Most of the current crop

' of presidential hopefuls want to appear to be committed to education reform. [t is
perhaps imaginable within the next few years that, as facts of the sort developed
above become accepted, the sensible solution to the problem will become politically
acceptable: devise a set of serious teacher standards, and bite the financial bullet to
buy out the inventory of substandard teachers. My conjecture is that the first gover-
nor who figures out how much it will cost. and can make a convincing case that the
higher teacher standards and buyout costs are worth it, will be a political winner. |

surmise that any movement towards serious teacher standards will produce a simiiar
result for those who nitiate +
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Thus chapter s based on a monagraph prepared for the Pennsylvania State Board of Educaton in conjunction with its
consideration in 1997-8 of Pennsylvania’s laws and regulations governing teacher preparaton The complete mono-
graph and appendices. released July. 1998. is available on the author’s web page" http S hemnz cmu edu/~rs9ff. or
from ERIC- Clearinghouse Number TM029186

Kerry A White, “Educauon Takes Center Stage n Mass Race,” Educorion Week, 7 October 1998

See. for example. Anthony E. Boardman, Otto A. Dawvss. and Peggy R Sanday. "A Simulaneous Equations Model
of the Educational Process.” Journal of Public Economics 7 (1977): 23-49: Ronald Ferguson. ~Paying for Public
Education. New Evidence on How and Why Money Matters,” Harvard Journal of Legislotion 28, no.2 (Summer
1991): 465-98; Ronald Ferguson and Helen F. Ladd “How and Why Money Matters: An Analysis of Alabama
Schools™ in Helen F. Ladd. ed.. Hoiding Schools Accountable (Washington, DC: Brookings Instituton, 1996). 265-
299, David H. Monk and Jennifer A. King. "Multieve! Teacher Resource Effects on Pupil Performance in Secondary
Mathematics and Science’ The Case of Teacher Subject-Matter Preparation” in Ronald Ehrenberg (ed.) Choices
and Consequences Contemporary Policy Issues in Educction (Cornell Unwersity: ILR Press, 1995); Robert P Strauss
and Ehzabeth A Sawyer "Some New Ewvidence on Teacher and Student Competency.” Economics of Education
Roview *5 no 1 (1986) 41-48

Arother distinction between myself and educational researchers and policy makers who emphasize pedagogy, as
contrasted with subject knowledge. 1s my strong preference for defining and measuring effective pedagogy in terms
of student learning rather than another teacher’s approval of either the teacher’s displayed pedagogical knowledge
or displayed pedagogy in the classroom.

b1

Insttunicnal arrangements differ in other states but the Iine of authonty from the legistature 10 schools 15 typically
strong

W

Wiltard S Eisbee. The American Teccher Evolution of a Frofession n a Democracy. {New York: Amernican Book
Company. 1939). 337.

The reader should be aware that Pennsylvania 1s in the midst of substantially revising its program approval stan-
dards. The text describes what has been in place through May 1999. Pending changes would impose either grade
pont admissions requirements (3.0 GPA out of 4.0 after a phase-in period), or Praxis | Pre-professional Skdls Test
scores of 178 n math and 174 n reading. Other pending amendments substantally raise the course requirements
for a prospective teacher by obhgaung teacher preparation programs to require the same general and disciphinary
course work as for a Bachelor of Arts or Bachelor of Science degree. Thus. a prospective biclogy teacher would
be required. should the amendments be adopted as proposed, to take the sarme courses as a bioiogy major.

See Lor Bowes and Mindy Marks, “Teacher Preparation and Program Approval in Other States™ in Robert P
Strauss et. al. Teacher Preparation and Selection in Pennsylvamig {Harnsburg. Pa : Pennsylvania State Board of
Educatron. |uly 1998)

No suggestions are given as to what these poiicies are to be nor are any mimimum requirements set.

In Aprit 1999. Governot Tom Ridge and Secretary of Education Eugene Hickok announced that they would be
establishing a new. expenmental alternative route program for Pennsylvania. but it s unclear how much of an
:mpact this program will have.

o

o

There have been recent proposais to add requirements in Pennsvivania but they have not yet been approved.

As we shal! see. when we convert the passing scores nto the fraction of correct answers on questions of average
dfficulty. we find that teachers are often asked to demonstrate that they know fess than half of what is on the stan-
dardized examinations 1in order 1o earn a teaching certificate. It should however. be noted that the passing scores
tor Pennsyivania are <cheduled to be raised n September 1999

2 See john M. Bishop, "Signaling. Incentves, and School Organization in France. the Netherlands, Britain, and the
United States” in Enc Hanushek and Dale W. Jorgenson. eds . Improving America’s Schools The Role of Incentives
(Washington, D.C.- Nauonal Academy Press. 1996)

BThe skepticai reader should know that this interpretation of leeway and how 1t s used 10 solve "local” problems

was verfied with several Pennsylvania school supenntendents and personne! directors who were happy to give me
their answers in private.

"1t 15 hard to understand how a state officiai in Lansing can know with certainty that failure to grant a request for an
emergency certificate will work to the educational detniment of a student in Kalamazoo However, Pennsytvania
school officals have observed privately to me that the Mich-gan waiver test would cut down on the quantity ¢f
nonsense they have o dea! with

r

' Most states require 180 days of attendance of five hours of teacher contact Over tirne in-service days have been
negotiated by indndual d-stricts to count towards th.s contact requirement.

"> Some observe that those women now retiring are among the brightest and best traned of Pennsylvania teachers

vecause they entered the teaching profession wher this was one of the few professions open to educated
women. As a result f afirmative action statutes. reguiations and court cases. educated women today find many
more averues open 10 them The absence of occupatonal segregation explains 10 some why there has been a
long-term dechne in the gual'ty of public schao! teachers despite the s gnificant progress made  raising thewr
absolute and relative salares
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Who Gets Hired to Teach? The Case of Pennsylvania

point. Like most states. Pennsylvania’s student body will be increasingly concentrated in the secordary grades. yet
elementary education continues to be the focal point of most teacher preparation programs.

2i Note that Pennsylvania does not require prospectve teachers to pass a Core Battery Test in math. although most
other states do.

22 §rrauss, et al. Teacher Preparation and Selection in Pennsylvania Scheols

23 A positve correlaton mdicates that acwal hinng tends to be greater from approved programs with higher NTE
mathernatcs scores, and a negatve correlation indicates that actual hiring tends to be greater from approved pro-
grams wath lower median scores. The employrnent rate was measured by taking—by NTE subject area and cerufy-
ing Institution—the ratio of certficate aspirants with a known NTE score ever employed in a Pennsylvania school
district ‘or intermediate unit 1o the total number of certificate aspirants with known NTE score. See Strauss, et. al.
Teacher Preparation and Selection in Pennsylvania, Tables 7.8-7.11 and 7.12.

2475 be sure, one can also argue that the economic opportunities for chemists are greater outside teaching, so that
districts were unable to find chemistry teachers except from programs which had very wezk resuits. On the other
hand, these data also show the effects of artficially hrmiting supply by insisting that would-be chemistry teachers be
immersed in teaching methods courses, the core actvities of many education schools, to the exciusion of taking
actual chemustry courses. In any event, the data show that programs with weak chemuztry teachers got more of
them hired in Pennsylvania school districts than those with strong chemustry teachers.

25 Robert P Strauss. Who Should Teach in Pennsylvania’s Pubhic Schoofs? (Carnegie-Melion University, Center for Pubiic
Financial Management. 1993): Table 5.2

26 See Strauss. et. al.Teacher Preparaticn and Selection in Pennsylvama, Table 7.14. This may explain why researchers
have such difficuity demonstrating that higher spending is associated with greater student achieverent: undisci-
plined hinng practices lead to highly variable student achievement results. | encourage the reader to ook carefuily
at Table 6 and wonder along with me why advocates for school finance equity have not focused or: these types of
results rather than just on per-pupt spending

2 Only Philadelphia and Pittsburgh may impose residency requirements for teachers and school admunistrators. all
other districts are prohibited from doing so.

28 Thys stark weakening in the oath of office occurred at a tme when Pennsylvania was consolidaung its 2.500 schoot
districts into 501, and eliminated oversight by County School Superintendents. The reader may find as undue my
emphasis on the “cvics” aspects of school governance. However., in the absence of strong ethical requirements
against self-dealing it 15 difficult 1o envision why volunteer school board members, who typically devote in excess
of 400 hours per year to these enterprises. would not get tempted 1o appropriate privileges to compensate them
for their efforts. let alone not take advantage of the huge opportunities to take what resources are on the table
without viofation of law.

29 Alternatively. districts may actively “trade” jobs with each other

3 .

3C Several supenntendents and a member of the Pennsylvara State Board of Education helped devise the questons
in the questionnaire. some of which sought to elicit procedures pracuices, and emphases in the hirng process
whiCh are consistent with nepotism models of teacher huring.

3! This result compares favorably with William W. Cooley and Carol A. George. Educational Indicators for
Pennsylvamia. Universty of Pitsburgh Learming Research Development Center Pennsylvania Educational Policy
Studies Policy Paper No 14 1995.

32 Dyle Ballou and Michaei Podgursky. Teacher Pay and Teacher Quality. (Kaiamazoo W. E. Upjohn Insttute for
Employment Research. 1997)

33 See Table 13 in Robert B Strauss, Lori L Sowes. Mindy S. Marks, and Mark R. Plesko. “improving Teacner
Preparation and Selection: Lessons from the Penngylvania Expenence. Economics of Education Review, forthcoming

34 ord

35 National Commussion on Teaching and America’s Future. What Matters Most  Teaching for America’s Future
{Washirgton, D C . Author. 1996) 29

36 % be more precise. the Pearson correlation coefficient between the fraction of highi-schaol semiors in 1990 with
post-secondary school plans and the fraction of teacters from NCATE-cerufied education programs in Pennsywan a
was - 36 anc the 0das of this being due to chance were 0 000!,

7 The NCATE-approved programs in Pennsylvama are basically the former normal schools which do not attract the
best undergraduates For many districts the NCATE programs progduce the most teachers and certficates. so 1t
s easy for a district to find someone with a teaching certificate in some parts of the state. they are the only pro-
ducers of teachers So f a distnict does not advertise and look around aggressively. t will wind up taking what i<
nearoy

3

3 Gn i pc 7t see Hanushek and Pace. “Understanding Entry into the Teaching Profession” in Ronald Ehrenberg.
ed.. Choires and Consequences. Contemporary Policy Issues in Education.

39 Gee Ruth Kolb and Robert P Strauss. A Survey of State Laws Gaverning Schoot Board Ethics.” paper presented at
the American Education Finanze Assocaton Annual Research Conference. Seattle Wastungton 19 March 1939
“menz Working Peper 9981
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42 Eor incenuves to work properiy. the children must face independent high-stakes testing so they do not smply

choose the easiest graders or most popular teachers. Gwen nsing academic standards in most states. this seems
increasingly fikely.

43 After presenting this idea at the October 28, 1997 New York Board of Regents Symposium on Incentives to
Achieve Higher Standards in Albany, New York. and a few public exchanges with the President of the New York
Federation of Teachers. | was informed by one of the regional education managers (a BOCES supenntendent) in
upstate New York that the practice of formerly allowing parents to choose the teachers has worked well in
Northern Minnesota along predicted hines. This is not that novel an 1dea, and in a sense merely ratifies what many
aggressive parents insist on when they individually complain to loca! principals. To the market oriented who are not

persuaded. the obvious question is why allowing choice among buildings (charter or voucher) is sensible, but
choice within the bullding 1s not.
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Raising the Bar for
Pennsylvania’s Teachers

Eugene W. Hickok and Michael B. Poliakoff

Pennsylvaria's teacher preparation system has long been focused on seat-ume i
education courses. Governor Tom Ridge's “Teachers for the 2 1st Century " initiative
would revolutionize this system by reshaping traditional teacher educaticn programs
and by expanding ulternative cerufication opportunities. This m:tiguve raises the bar
for prospective teachers in the Commonweaith: they must now meet higher admissions
standards for preparation programs. take more academic courses and fewer education
courses, and pass hicensure exams with higher scores. Coilege graduates who are acad-
ernically distinguished and pass the approprigte hicensure examinations may teact
under the mentorship of a principai or master teacher without artending a schoo! of
education. The iniigive also requires professional development focused o subject-
relgied coursework. In these ways, Pennsylvaria is taking a big s.ep toward ensuring
that a' of its chiidren have excellent teachers.

Peninsylvania’'s ninety-one teacher education programs produce rearly i2.000 new
reachers every year. Every one of the Commonwealth's nineteen publicly supported
unwversities has a teacher education program. The state has now alse made a strong
commitment to its new alternative certiication program. which 1s designed tc bring
individuals with hugh academic qualfications to the public schocls without requiring
them tc seek formal traning 1n education. a program that may, at first glance, seem
dsmussive of teacher preparation programs. Yet Pennsylvania continues to see a ro.e
for colleges of education in the preparaton of new teachers. if they can ensure that
their programs produce candidates who are academically quaified tc teach ther sub-
ccts. For this reason, Governor Tom Ridge's Teachers for the 2ist Century program
mciudes both alternatve certhication and the refemr of tradincra teacher ecucat-cn

o ograms

Pennsyivania's Teachers for the 2ist Century ntatve focuses on ciear, measurabie,
ane rgcrous guideires ang standards ‘er men and women preparing 10 De teacr.ers.
Whe= illy mimen~eried, tow erc e irar centfcation spnifes the high aradermi

nrcfoency that s essential for successiy’ teack ~g. w390 estabrih cort ~uoLs
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educaton requirerments for teachers that wll help them mantain the -

proficency . e academic areas they teach Pennsylvania’s

There was, and remamns, much to fx. What we hac was a teacher Teachers for the
preparauon and licensure system that was focused on seat-t:me and

2Ist Century

NpULs, a system that had many course requirements but cculd give

initiative focuses
only hmted assurance of competence and qualty. There were seven

areas of urgent concern., on clear,

, , C measurable
Few teacher ecucation programs had meaningiut admissions stan- ’

daras. Most programs set their admuission requirement—if they had and rigorous
cne at an--at a 2.5 grade point average. in other waords, the doors  EEIITelIHaT-XaeleTe}
were ocen ‘or C+ {cr worse) students 10 pecome teachers. In standards for
add.ton, tat C+ could represent any courses - Inc-uding the most :
T , . men and women
rotoricusly iax classes i our higher education sysiem

preparing to

3]

Grading standaras i+ teacher education programs were extremely

be teachers.
low. At one public unwversity, 78 percent of students who took

"Curriculum ard Foundations™ courses recewved "A’ grades. But on

-
oy
Y
[Yal
%)

me camp.s, oniy |8 percent of the students who took English courses

or Physics courses recewved 'As.” Indeed, throughout our State System of Higher
Ecucanon, wh ch procuces over half the new teachers i the Commonwealth,
we found:

* Tre average grade in an educauon cou-se 1s 3.3.

° Trne averags grade i» a hurranittes course s 2.83.

(V1]

* Tre average grade ‘n a mathematcs ccarse s 2.30.

* The average grade . a naturar sc.ence course 15 2.49.

A Nat.ona' Center for Egucaticr Staustics study confirmed that grade 'nflation

has been far more prona.uncea in educaton courses than in otner areas of higher
educator. Tre data revea.ed that in the United States the average grade i~ an
edutanbn course was 2.4, compared 10 2.94 :n socal sciences and 2.67 ir
scence and engineerng courses. We found. moreover. that mary teacher prepa-
rauon programs were nereasing the credin-heur reguirements in education cours-
€s at tre e«oe~ce of srong preparation N acacemic content areas.

2 Stucdents preparrg 10 ve rgn-schocl teachers were not required 10 take the
seme academ L conter a'ea courses that ther peers who maiored 0 those areas
nad 1o commete. AcacamC (apstone expenences anad sensr proiects we'e cien
Casuaies of this weasened ecucaton mgor, Whide math majors. for exampie,
nac ¢ compiete dlfierential equations ard advanced caicuius, at some lamLuses
stude~ts Dreparag 1o tealt » gh schoo! matrematcs ~fluding Advanced

Placement courses €200 subst tute a "mstary of mathemance” cource for

hese 1 gorous ana challerging exper ences .~ the academ  dsop ne et

i
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Raising the Bar for Pennsylvania's Teachers

4. Many teacher certificaton programs rad no reaningfl’ stancards by whick ©
measure knowiedge and skills in the academic content areas thewr candidates
intended to teach.

5. Quaifying scores on the Natonal Teacrers or Praxs exams were set at absurdy
low levels. Although the questions are carefully designec 1o be at a level of diffi-
cuity appropriate for a minimally guatfied, eniry level teacher, Pennsylvania, hike

most other states, allowed candidates for certiiceuon to score in the bottem 10
percent on many of these tests and stilt recave hcensere. Thus, candidates with
significant knowledge gaps were firding ther way inte tenured 1eaching postions
in the public school system.

O~

There was no vehicie for alternatve certificauon. A highly successfu! teacher at a
private schcol, community coliege, or university cocia not legally teach in a pubhc
school withcut taking 2 large battery of educaticn <ourses.

7. There was no reguirement for the professicnal development of veteran teachers

In short, Pennsylvarua’s system allowed students with 2 T+ {or lower) CPA to enter
colleges of educaticn and also certified them as eacners with the ecuwalent
of an "F" on their licensure exam. An A+ graduate 11 mathematics from Carnegre-
' Mellcn could not teach 'n the pubiic schools without certdicat.on. bt
Many teacher a graduate of a teacher ecucauor program who scored in the bottor
certification 20 percent or the Praxis math exan for secondary teachers would he

fully hicensed.
programs had

. A few years ago e Moimes Group, a censortium of eminer
no meaningful HICW YEATs 880 ThE TOImES ‘ ’ ,
American educatars, articutated a vision they calied Temorrow's
Schools of Education They statzg:

standards by

which to measure - _ ‘
S Competence n subject matter requires that educaton stucents

knowledge and .

) . experience first-rate learning in the hberal arts.... Prospective educa-
skills in the s tors takirg a content course n Engiish or chemistry or mathematics
academic . B should st alongside iiberal arts majors even at advanced stages.

- cducation credentials snouid not be printed with shoddy ink
content areas - . T

: . Tomorrow s Schagls of Fducaton wili therefore refuse o adma
- their candidates or recorrmend *or a 12acting LCense any stucent whose studies ©

_intended to the art: and sciences bave beer cliuted in any way whatsoever,
't_e.aCh‘ We expect that the Teachers for the 21<t Centiry mtat ve whoch
Goverrer Tom Ridge intraduced n December 1397, whch tre

State Board of Fducaer

I

wnpreved Lnanmoudy m March 1998 and which 5 now
m the final stage pror 1o zcepven. w o bring the dream of Tomonow's Sthoos of
Foucanon closa 16 rea ty Do sgylvan 3crad rome evpkacize that the tearter mhus

RO ACAGCT X e enie Sty A logiher whiD rad waiked e walk OF aoacen o
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Eugene W. Hickok and Michael B. Poliakoff

achievement can successfuily lead stucents to achieve. in craer 10 recesve state
aporoval, a college of educat:on wiii have 1o abide by standards in three critical areas.

ADMISS!IONS: Beginning in 1999-2000. Pennsylvania will require that candidates

for teacher traiming programs complete at least three semesters of college level,

iiberal arts courses and attain a B grade point average in order to be admitted to

a teacher training program. Recognizing that there will always be stu- -
cents of high promise who develop late. our standards allow the insti- The new
wuor to enroll up to 10 percent of the candidates who do not meet
th.e GPA, +f exceptiona! crcumstances justify admission. Moreover, can- | .
dcates wha do not attain the required GPA have the option to work prospective
hara for arother semester or more to meet the academic chalienge high-school

standards require

cf this requiremment, Just as pre-medical students often take an extra teachers to

fulfill the

semester or vear of science courses to meet the rigorous admission |
requirements of rnedical school, those aspiring to a profession as cru-

cial as teaching sheuld strive for and attain high standards of academic same course
excellence. requirements
Ths 3.0 requirerent 1s to be based on college course work exclusive as their

of ecucation courses. As we examined the problem of grade inflation, classmates

we derermined that colleges and universities would be more likely to
mantain ngorous standards for ther education students, as long as the
ertrarce requirements are grounded in the arts and sciences that are
the core of ail further study. B in a particular

seeking a B.A.

or B.S. major

CURRICULAR REQUIREMENTS: The new standards require prospec- academic
uve high-schooi teachers to fuifill the same course requirements as discipline.

thewr classmates seeking a B.A. or B.S. major in a particutar academic
disapline. This has always been a best practice in preparing teachers, since it requires
them 1o develop a sericus scholarly commitment and expertise in the subjects they
wiil teach. A science teacher, for example, who has personally conducted research
ana exgenments and who has personally experienced the process of saentific inquiry
wri be able to guide students to creative and innovative work in science and technol-
ogy. No amount of rrain.ng in teaching methodology can substitute for real intellectual
~aturation n an academc area. Finally, the prospective teacher must mamtain a mini-
mum 3.0 GPA in the subsect area he or she ntends 1o teacn. A teacher with weak
acadeuc skhis canmot reip students meet the demands cf the next century.

TEACHING EXPERIENCE: The new standards recu-e trat education students have
fizid experiences i teacnng at the very beginmng of thewr traning. Thus they will
Jdiscover at the outset whether tney have the comnutmen: and temperament neces-

"

ary for effectve teach ng anc can hegn 1o tegrate aladem 7 expeneries wih thes

2pphcaron o the ciassreoms they w' e Cay lcad.
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Raising the Bar for Pennsylvania’s Teachers

We have, finally, required that colleges of educaton ensure that therr curriculum in
pedagogy 15 efficent and avords duplication. A full teacher preparation program, with
a complete major in an acadermic content area, must be designed—Ilike any other
college degree —to be completed in four years. A proliferation of ccurse require-
ments N educational methodology may be good for the job security of professors.
but it 15 an unethical misuse of taxpayers' funds and student tuition.

in addition, the Teachers for the 2 Ist Century initiative includes more rigorous hicen-
sure testing, professional development, and alternative certification:

RAISING QUALIFYING SCORES: We have already begun to raise the minimum
qualifying scores on the Nationat Teachers or Praxis exams from the bottom quintile
or decile to scores that approach the national average. All prospective teachers must
pass these exams in order to be licensed to teach in public schools. We will raise
the bar gradually, giving prosp~<tive teachers time to prepare for these higher stan-
dards, but we will move 1t steadily upwards. Before 1997, candidates could pass

the Professional Knowledge Test with a score in the 5th percentile; now the passing
score (167) represents the 27th percentile. On the Elementary Education exam, we
moved to the highest qualifying score in the nation (168), but we wil not stop there.
On the Biology Exam (Part 1), we moved our cut score up |2 points (i 56). We are
still not where we wish 1o be, but no longer will candidates who muss half or more
of the questions be granted licensure.

ALTERNATIVE CERTIFICATION: One size does not fit all in the preparation of
teachers. We have premulgated guidelines by which those who have completed
their undergraduate or graduate education with academic distinction and have passed
the same licensure examinations (including the subject specialty exam)
We will not that other prospective teachers take, are allowed to find employment
N a one-year teaching apprenticeship program at an eligible public
school. These alternative certification candidates recewve the same

of placing salary as other beginning teachers and teach independently with the

a qualified guidance of a participating principal or master teacher as a mentor.
Other states have found that this type of program enhances their
teaching force by aliowing uniquely qualified individuais tc contribute
to their public-school systems; some studies even show that teachers
by pretending who gained alternative certfication were more skilied than their trad.-
that quality tionally licensed counterparts. Although detractors claim that such pro-
grams are doors through which unqualified persons enter the profes-

reach the goal

teacher in

every classroom

does not matter. _ ,
sion, research shows that they are windows of opportunity for those

with special expertise and commitment to imorove the school syster.
Students at expenswve private schools have always had the berefit of subject area
specialists who are passionately devoted to thew subjects with or withaut traditigral
state certficatior., the gitereatve certfication process widl make + possible for suck

individuals to mcve eficiertiy ~1o the pub: &-5choo syster and give at stugerts ire
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Eugene W. Hickok and Michael 8. Poliakoff

benefit of ther expertise. Response to the program frem schoc supernntenderis anG
potential candidates has been extremely strong: we antcipate a steady stream of
excellent new teachers from this program.

PROFESSIONAL DEVELOPMENT: Working with the General Assembly, we are
seeking a requirement of a minimum of G semester hours or the equivalent of sub-
ject-related course work for all teachers every five years. Tris will be a statutory
requirement for licensure, and each school district will be responsible for creating &
broad-based committee of educators, parents. and business leaders to oversee the
development of meaningful professional development plans. We have developed
cu” own examples of professional development programs that fccus on academic
content. Now in thair second year, the Governor's Institutes for Educators and the
Governor’s Academies for Urban Educators offer week-long. intensive course work
that upgrades teachers’ knowiedge of what they teach. in administening our Federai
Eisenhower Grants for Mathematics and Science Educators. we also require that the
programs administer a pre- and post- test to demonstrate the value added to the
particpaung teachers’ mathematics and science skills.

Pennsylvania thus rejects the National Education Association's objective of making
l.censure “a process controlled by the profession.” it is clear that the professicn was
doing littie to ensure that new tedchers had the knowledge base tney needed ard
quite a lot to ensure that colleges of education expanded their prerogatives over the
preparation of public-school teachers. The voices of employers, parents, and others
who see the end result of educat:on-—studenti learning—— are a crucial corrective 1o
the voice of teaching urions and asscciations.

Critics may object that states which—unlike Pennsyivania—have teacher shortages
would experience a staffing crisis were they to apply such standards. We reject this
argument. We will not reach the goal of placing a qualified teacher i1 every ciass-
roo™ by pretending that quality does not matter. Rather than recruting the mediocre
by lowering standards, states need to make teaching in the pubhc schocls a presu-
g-ous career open to only the best qualified. We anticipate, moreover, significant
reinforcement of the teaching force through alternative certification and look forward
with great ontim sm to the coniribution that professionals with special subject area
expertse will brng 16 our classrocms

Pennsyivaria's new standards require objective criteria for admission, curnculur,
anc atagemic ach.evement. Our colleges of education wiil need 1o work harg to
~ew stardards. ang we have advised our dears of educaton that acc ea
talon s NS guarantee that state aporova: we! be fothce™ng But we are firmiy
cervinced that the dynamiC new teachers who wili emerge from these programis

w ' ustdy ths effort. and we well see the resi't of excellent teaching in higher ‘eve «

i stugent achievement. for that. gher al', 5 (e reacsr SIFPCOis exst.
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Traditional and
Alternative Certification:
A View from the Trenches

Naomi Schaefer

The stated purpose of state teacher certificauon and state apprca of ieacker
cducation programs is to ensure that €ve«y public schooi chud 1s taught by ¢ quaqjie
nstructor. A ciose look at what these programs entail. however, suggests thatl they ds
rst renabl, accomplish this goai Case studies of whot 1t takes o beceme ¢ teacher
an Cabfornig, Orio, New York, and Minnesota reveal thot appreved preparation pro-
grams tend to ha.e very iow eniry "CQuiremients, 1o exil reQUIrerments, scant subel”
cortert. ard a surfe.t of pedagogical courses of uncertain value. While the requrre-
ments are fimsy. they are aiso numerous. Hence the time and morey required io
complete such progrars probnby discourages outstanding candidates from entening
recching Alternative certfication programs have promise, but today the, are spotiy-
LT N0 T ave nene - -and uneven i ther reguirements. States shouid conseder
creanng misre Jlerrate roucy 1o certiicaron gnd chould ensure that these programs

do 0ot DOSe SCrmary ohy!adies as 1o underrune the \E{J”'ICS"

introduction

 ras cher been roteg ™at two ™ o0 of the nanor's teachers wl be elgpie for
retomient 0 (e next fve 10 ten years. That means a very 'arge number of new
oriment st be mred While thes probien couid easly Decome a €rss. 1 an 2’
Sf SeoT 3% 3 remerdous SPROrtuily TO take a secend [OCk &l the way sublcsihoy

CeaTeecy a1 ra mel and certhiec.

S Lt DT e S (@t Dt W E SUT CAL DA€ 10 ETSLTE Thal BveTy Rl e
LU e L Teq tn 1each, Ut 3 iose ook at ;he iy These Systents Wk 7 Al
U eVRAS Mal 1Ny (10 TR 10 &7 LASN NS goE 7 MO stalky, DeODie releive
S TRl oty LDon eLtiesshy comnietion o 3 tearnesirg ming roopran
e N SBGLT D L TO0 Y 20LTET.CN, WS has been apprevec ¢ tre state anc
SCten ny AT ot oo gt g of ed saiore T renat Gappests that teath ng

L e bt taas by . e e o e i o ~ s Yo 1 e
\ ‘ v S [ ol et vt ave \.("y W erlty gL e
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ol Sy

METI A Bxt rEQUIETEN'S, $027T SuhS DT Maner (Cntent. and mary pedagog i
CGorses OF cud ous vaue. Whiie Tne -egurrements themseives are fimsy, the time anc
mMOoNgy needec T (OMPEe he reCu ements key C3Curage many cusstanding

zardidates frem ouesy iog 1ealmirtg as a career

$
Today there are twe competng sets of .ceas about Fow teachers srou'd be prepared
anc ~reg Ore modet--which predom.nates tcday~ noids that states need to
ersure Nat Drespeclve teachers graduate from high-quality preparation programs.

D-':‘ess:ma ac.1z1e7s set the criena for what makes a traming pro-

gra™ acecuate a~c school districts can hire ony from among graduates

. - ~‘Teaching
of tmese progrars cdes has ceen ¢~ cized by researchers who
argue trat efelive reachers—teachers who boost student ach.eve- candidates
ment—are more [kely 1o be people who sccre weil on standard generally enter

measures ¢ verdal abulity {SATs. for instancze) and who have soio training programs
knowledge ¢ the subject they teach, not trose who have recewved 2 .
ot of i f - M e Af - Wthh have

iot of traning in schoc's of educat on. Members of this camp argue .

That states must maxe ¢ ezs 2 for talented coliege graduates to enter very low entry

ieaching withiout having 1¢ . .2nad years in tradiiona: raining programs. réquirements, no

Trus paper 1akes 2 c:0se 10Ck at the preparaticn of a tradtiona: teach- exit requirements,
ing candidate severa' candidates. actually) and compares this candidate scant subject

with one who pursues ar aiternate route to the classrocom. The com- matter content,
£31501 focuses o two questons: {1} how good s the preparation
ot the tragtona cand date’ and {2) how great an obstacle does the and many
alterrate route oresent to a cardidate who some weuld already con- pedagogical
sider reaav ¢ teach’ Certficaton programs 0 four states are described [FSPITPes of
~ cewat. F st wragional c=tficaton programs for migh-schooi teachers

dubious value.

=~ Catforr a arc O are exam.med. Next, aternatve certfication

~e Ang e -
Q2UCrsS 'C

gr-schoc teachers r those twe states as weli as New
York are cescrbed Fna'y. teacher certficanon cptions for elementary education in
M.nnescta are rev ewea. Tnese case studwes are followed ny 3 chart showing the

tracd.roral ang atermatve paths 16 cernfication in these states and two others.

Certification for High School Teachers:
How It Works in California

Beco™ ng a cubic soros teacther im Calforna mormally megns enter ng a traditona.

teacne: ecucarnn prograr after completing a barne or's degree. Un'ike some states,

Ca 'Crrma n3s not hal ~ay programs in recent tmes that aliow students (o gain et -
Tilaten wo e earmng a BA {the resuds of a ConsCous Cecsor 1o scrap tne under-
gracuate ec.zanon ~3 o, Today Calforna Siate vaefs.ty a1 Szcramento \CSUS,
Ras ore T The argESt ted e CLIRTOT Sorgas Cotve e et examine

AEMRC AN M erRGLS TRS, BCLISTST T L Y A NILCeRlearning requureTenis
‘o g et onate SEBCTE N FoT reT ‘rozsan FTALITCC DO Lpv teane
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Tradiuonal and Alternative Certificauon® A View from the Trenches

One education

department

- chairman

described the

Aamiss:cn 10 the progra™ recu. res three thongs: gracuator from c2
lege wiir a spacified CPA; a passing score on a iest of basic readng.
writing, and math sk's: and either 3 maior o mnar N belogy 07 a

passing score cn a b clogy test

An apohcant frst must suomit transer ots that demenstrate & GPA o

at least 2.75, a mocest standard :n ar age of coilegiate grade nflation.

test as follows: The apphicaton aiso includes a statement of moral character as weli as

“Can you read, a list of experiences reiated 1o teaching and a statement of profession

write, add, and

goals. CSUS also requires a group nterview lasting one hour.

subtract? Good. Al cand-cates ‘o~ the progran must take a basic sklis test—tne

You’ll pass.”

Calforna Basic Educzueonal Skilts Test (CBEST), wiuch has reading.
writing, and math sec: ons. The test is said to be pegged C an
elevenin grade levei. One educaten department charman describec
the test as foliows: 'Car you reac. write, aad. anc subtract! Goed. You'll pass.
Several sampie guestors are .nziuded beiow 10 give a sense of the test's diff.cutty.
Statstics on the passing rates o 1h s test are unavailable because the state s currently
n hiuganen over .

The CBEST read'rg secton 5 supposed 16 "assess your abilty 10 comprerenc infer
mation presented n writter passages. tables and graphs.” This section is divigec
between critical anaiysis and evaluaton, and comprehens.on and research silis. 1t
1ests such things as wnether the cancidzte can distinguish between fact and opin or
make log:cai inferences basea on a passage. recogrize the intenced audience of a
given passage, etc. The wriung secron consists of two essay tepics designed to give
yO.u the coportunity to demonstrate your adi'ty 1o wrie effective’y. The math section
s dvided into three parts: estimation. measurement. and statstical DrnncGp es: o™ pBu-
tator and problem sowng: anc numrercal ang granhic refat:onsh-ps

Sarrpies from the Caw‘crma Bas ¢ Zducarcnal Skils exam:

3

C5t D2OR:e koow That fim ~ st be deveioped nto negatves before
making ohotogranas. few are ‘ami ar witn the process. In black-ard-wn te
chotogranchy, fim s rerraved from the canvster © a darxreom anc p'aced 0 &
speCal ligri-ressiatt geve opang tank. When the film s safely ip the tanx, 1S
safe 1o turr or the ghis anc pegn the develop ~g process. Mary of the same
DA rOCeCures 4 e USeC 1o deve'cn coler fim The firsi ¢tep s 1 acdd a
~e~2a!l "deve-sper” thar brings oot tre rages on tre fiir’c protosenst ve
.su:‘a(.e The gevelnoer s lzte” pOLred Cut and renlaced with a hqud "sIop
DT AT 378t T 300 8D LT 0 Thal nravents any Turther reacnicn netwean tre
i and 1he cevermna, Ater e op batn s poweed ¢ffl a fixng baih s adced.

wr IR oot tme Yl san ne expnsen 1o pnt wtiout Deg camaged Toe

TYURDINT R CCST DT EC ST TNC CEVE TDTF TATK SReNeC, anG The T waenec
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to remove any chemrcal resdue. . the regatives are dried in a dust-free
locaten.

Which words or phrases, if inserted in order into the blanks in the passage
would help the reader understand the sequence of the writer's ideas?

A Even if; However

8. Since; Consequently
‘C. Alhcugh: Finaily

D. Because: Meanwhile

Whiie; As a result

m

According 1o .~formation presented in the passage, what should one do imme-
diately after placing fim in the developing tank?

A. Add a chemical developer

Check the imnagss on the film's surface

N

Turn off the lights

)

-

Place the tank in a dust-free locat'on

rm

Add a hquid stop bath

Semple math question:

Tara can develop 2 robis of film in about |8 minutes. At this rate. .What these

how long will it take her to develop 8 rolls of film? admissions
A. 42 minates standards appear
8 1 hour 12 minutes to do is to ensure
C ¢ mour 20 minutes that a completely
D. | hour 44 minutes ignorant person
E. 7 hours 24 minutes cannot enter a

teacher education
Sample essay questicn:

program, but

Ernest Hemingway orce commented, "As you get older, it 15 harder

] they do not

10 have heroes, but it 1s sort of necessary.” To what extent do you
o it i) G . ensure that

agree or disagree with this observation! Support your opinion with
spceciic examples. all teacher

candidates are

_ well-educated.
High-schoo! teaching candidates in California shouid have an under-

graduate degree {mgjor or muncri i the subject they wart to teach -
biolegy = the case  But they car bypase this requirement by taking the Praxis Series
test for biciogy. wh-cn ncludes the Single Subject Assessment Test {SSAT! for Biclogy.
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Traditional and Alternative Certification: A View from the Trenches

tbe General Science SSAT, the Praxis Il Biclogy Content essays, and the General
Science Content Essays.

The SSAT Biology and Life Sciences exam contains a multiple choice section and two
essay sections. A passing score for the Biology and General Science multiple choice
section 15 680 on a scale of 250-390C. For the Biology Content Essays, a passing score
15 157 on a scale from 100 to 200. For the General Science Content Essays, a pass-
ing score 1s 150 on a scale from 100 to 200.

The topics covered by these tests include basic principles of science; molecular and
celiular bioclogy: diversity of life. plants, and animals: classical genetics and evolution:
ecology: and science. technology, and society.

Here are some sampie questions from the Praxis series exams for biology and gener-
al science:

The highest blood pressure in the human ~irculatary system s found in which
of the following?

A. Arteries

B. Arterioles

C. Veins

D. Venules
The diversity of fincnes in the Gaiapagos Islands is an example of which of the
following?

A. Adaptive radiation

B. Seasona! solation

C. Mechanical solation

D. Selective hybnd elimination
Here 1s an exampie of a sample essay question:

Darwin propcsed that the mechanism of evolution was natural select.on actng
on heritable variation within a population. Darwin, however, could not account
for these sources of vanation. How do the princ:ples of genetics account for
thus var gtion?

Requiring that teaching candidates cemaonstrate basic acacermic skills s not unreascn-
able, but the usefulness of a smple tect with a low cutoff score can be questioneq.
Tk s test does rot inspire much confidence n the system'’s ability to ensure that all
teachers are knowledgeable. Allowing a mincr in biology to count as sufficient sub
ECt-iever preparaton wouid ase seem 1o be a low standard. What tnese aGmissiors

stancdaras appear 10 do s 1o ensure that a compietely ignorant persor cannot enter a
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Naomt: Schaefer

reacher ecusznicn program, bul tney do not ensure that & teairer canddates are

weil-ecLcatec.

Curriculum

CSUS offers the cpror of a two- or three-semester pregram. Most students choose
ine twe-semester program, which requires a full-tme commitment. In the first
semester, a stucent seeking 10 beccme a righ-school brology teacher is required tc
take the fotowing classes. as described o the CSUS course cataiog:

o Mytcgtara' Sdicanon for ¢ Plurahstic Society: An examnation of the nature of

—~

the soacooitca relatenship between California’s pubiic schools and the state's

)

gj0r cuitural groups. Cultural amensions, inciuding languaage, histary, gender.
ccuzanon and achievement are conuidered.

Educatvon Psychology: Emphases are gver primarly 1o cognitive, deveiopmen-
ta' and social-psychologicai theonies and data which contribute 10 the systematic
invesugatcn and apphcauon of effective teaching, learning, assess-
ment. envircnmental management and motivational skitls needed
py teacners and learners. Individual dfferences and needs are
stressec. A variety of classroom teaching strategies are useg as

The strength

of the teacher

mcaets. Mecia and classroom daiogue are the basic .nstrucuonal licensing
100%s. : program in

* Seconcary Scheo' Teacning Methods: Orientation ¢ student Califorpia
tealhing: teaching strateg-es, iegal guiaelines and planning proce- would seem to
cures {including unit and lesscn plan cevelopment). curricutar be the way

crganizatior and activity programs: ¢lassroom management;
students are

mcro-teach.ng and seif-evaLaton

" gradually
* Teacring Meircos for Scerce: Tecnr.gues of prese~tat.cn and ) ,
C c . o introduced into
metncds Of evaiuation ¢f secondary schooi scence: shouid be _
ariculated witn student teaching. Actvities include discussions. the classroom.

STESentatone 3ng cemaerstratens.

or~g tre seconc phase cf the program (the second semester of the two-semester

origrar. st.denis take Snly we more classes. Ore $ a seminar or “classroom
cencerns.” oowmicn the role of tre student teacher i the selonaary school s the
CUntaly JoCus. Partoynar alerton 1§ paid to the aiscuss:on cf prebiems and issues

facing Credenta’ Tand aates dunng thes final steps 0 prepaning for teaching

The cimer Cass » Tenir oz Readrg 0 the Seccrcary Schoch.” which stresses ™each-
TETERGTE N INe LT v 3NC ser O mgn schools: tecnniques for the improvement of

LSOy v s

Zremens on N sub.ect matler

crnllvor sl mpTovement [Derigg oo
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Traditional and Alternauve Certification: A View from the Trenches

and participalon N SuIr CIESSrSe™ LIV T es 35 pane diSCusSiCrs, Jresenianons ara

cemorstrateTs

What is remarkatle abou? tnese six regured ceurses 1s that only one of them has
anything 1o do witn scenge. 't s not ciear why urderstanding Caiforria’s major
cutura’ groups and be.ng ab'e 1o teacn high-schoci stugerts 10 "eac weuid be ccn-
sidered crucial for a bioiogy teacrer.

Classroom Teaching

At CSUS. student teaching begirs simutianeccsiy w.th the start ¢f classes. i» the frst
Tonth, students observe classroom teacng 0 severa! stualicns anc grace .eve's
Curing ‘he remainder of the semesier. they parucpzre as student teachers, serving
as ciassroom assistants i ar least one classrocm. There are 2iso vists 1o (O™ ML Ty
agercies that serve the school popuiatern.

During the second phrase of the program., cartic:gants do ™ore ~ensve swucen
teaching: five days & 'week for four hours a day. Most begirning teacners damm ihey
are completely cverwhelmed ¢ tnewr frst year ¢f teaching anc starting witn a nait
day may be helpful. The state of Caiforma s also warking 10 heip overwheimed first-
year teachers by giving them a mentor for their first twe years en the ;0b.

Once these two phases of the program are cempiete, the candidate must recewve z
recommendation from CSUS. No set stancards d crate wnether tais recommenda-

-~

ucn s gvern. Asin the case of coliege agm™issicns, cfierent factors are weigred GPA,
cassroom performance. eic. My ‘moress.on. though no admmistrator would say this.
s that few peopie who compiete the program fail 10 be recommended ‘or certfca-

Lon.

The strengih o the teacher i.censing progrem -~ Carferna woulc seam 10 be the
way stucdents are gradually introduced into the classroom. Tre weakness s 0 how
Litle else the program does to ensure that they are qualified 1o teach. There are nC
exit requirements that woud serve a guanty controi function. Once a student has
met the mumumai requirerments for entry into a orogram, all he or she must do s
pass some classes (of doubtfu! worth and difficuity). Given the reaitty of grade infla-

~

100, 1t s hard te imag.ne that many cargcates fai o graduate. Ncte, o, that o

scnact

zs0ect of the program strengthens tne carcicate’s suD:ect matter k-owledge

Certification of High-School Teachers in Ohio

The pas:z requrements fo- teacrer cer fzator do not vary gr 'y across staes.

sC tne steps for becoming a teacher -~ Orio are ¢m ar 10 tnese - Cavforra After
famMoerng e hathelors degree, tre fangrgate st g0 ON 10 gaT 2 mMasters « eC..
aten, Tos recorement o raw o Gn g before 959, anotiaris coud becee
e W e eIt TE tmar nEITe IUL CERred
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Adriszior recurements  Oh.o involve the same three elements as . Catifor
demaonstrating Das:c reaQiNg, writng and math skiis, havrg a BA. wiah a certain GPA.
and demonsiraung subject matter knowiedge. To gain admissien 1 the teacher edu-
carvon orogram at One State University's Schoo! of Education. a candidate must have
maored iy the subiect that ne ¢r she wishes 1o teach Trere are no exceptiors and

~C test-basec aiteraiy

la7]

To erter ire OSU orogram in Diciogy. & cana:date must have thirty-nine semester
TS o snerce. e qdmg iwenty-th-ee .n the biological sciences. These should
~g'ude the {oviowng sub.ects: Energy Transier and Development: Form, Functon,
a~c Dwverstv: 'E:ccg-«: sveition; Ammal Dversitys General Plant Biology: Generat
Cenetcs: 3zs.¢ M repoiogy. intro 10 Bio-Chemistry; and an upper level course in
1BXeTCTY O systamancs {ciassdicaven of organisms). Students must alsc tave or
~ave tzxer tme fofowing courses {which can be compieied while they are working
cr ne masters degree): Physical Ceoiogy: Historical Geology. General Chemistry
we ccurses): O"am Cremustry: Mechamcs and Heat: and Sleciraty, Magnetsrr,
and Light. Oruo seems 1o be making a sericus effort 12 ensure that 1z teachers know
ther supjects. tho.gh 1 is urdiear whelner a good test of therr knowieage mught
Serve e same purnote

OSJ recures a3 GPA o7 3 0 = all Lrdergraduate ciasses, wh.cn s sughtiy higher than
otrer ecuzaton schocls swcied n this report. {Typically, the GPA requwements range

=
&:3)
N
i
18
N
X

St.certs can gemonstrate competence i reaCing Comprenienson in cne of three
wiays. pass ~g Advancea Pazzerment ooghsh test {tzken at the end of high school),
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municate effectively. For the mest part. the multiple-choice section involves correct-
INg sentences.

Here are sample quest:ons from the Pra-Professional Skills Test:

Alice Fletcher, the Margaret Mead of her day, assisted several American Indian
nations that were threatened with removal from therr land to the Indian
Tereitery. She helped them in pettioning Congress for legal titles to their farms.
When no response came from Washingion, she went there herseif to present
therr case

According to the staternent above, Ance Fletcher atternpted to

inutate the studes of Margaret Mead

obtain property rights for American Indians
orotect the integrity of the Indian Territory

become a member of the United States Congress

mo N ® >

persuade Washington to expand the Indian Terntory

'f the talicized phrase is correct, choose A, otherwise choose the correct
replacement.

Martin Luther King. Jr. spoke out passionately for the poor of all races.
A. spoke out passionately
B. spoke cut passionate
C. did spcke out passionately
D

. has spoke out passtonatety .

m

has spoken out passionate

ere is a sample essay question:

Which of your possessions would be the most difficult for you to give up or
lose? Discuss why.

The sample essay answers gven, even those with the highest scores. are not candi-
cates for Pulitzers. They seem ke competent essays by high-school students.

Tre nrath sect-on consists of forty multiple choice questions designed to measure
the matherratcal skilis and concepts that "an educated adult might need.” They cover

such topics as order of whole numbers, estimation, problem-solving. pattern recogni-
tor. and geometr'c prepertes. The following examples are typical-

Wh ¢k of the followng < equal 10 a caarter of 2 mifl or?
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A, 40000

B. 250,000

C. 2.50C.000
D. 1/4.000,000

E. 4/1.000,0C0C

The curriculum
at Ohio State

focuses on

pedagogical

if P dwided oy s equa’s Q then P divided b)’ Y eqUa!S theorY, but with

A 12Q some emphasis
8. 2Q on the specific
C. Q/2 field the

D.Q/C candidate will *

. Q720 be teaching.

QSU Curricaium

The curriculum ar Chic State focuses on pedagogical theory. but with some emphas:s
on the speciic field tne candidate wili be teaching. Course work 1s said tc include
“speciaity content. integrated content, integrated pedagogy. psychology of learning
and teaching. speciaity methods. research methods. and a varety of clnical and
irternship experiences.”

Students seeking high-school biolegy certificaticn are required tc take Logic and
Psychology in School Mathematics/Science, which 1s described as “[a] study of the
nature of psychologicai growth and the develcpment of logicat ability in children and
the imphcations for teaching science.” Also included in the curnculum is Fundamental
ldeas of School Scence, which focuses on “exploring innovations in science education
and the development of knowledge and skills for facilitating integrated. experience-
based approaches to science instruction.” Courses iike Fundamental Ideals of Schoot
Technology (which studies societal forces and problems attributed to technology

and culminates in the development of a “technology education philosophy™) are

also an integral part of the curnculum. All in all, there are seven courses like these.

it :s hard to believe that so many courses on the pedagogy of saence teaching
could be necessary.

OSU aiso expects three quarters of student teaching. This begins with observat:on
and ther maoves on 10 participation and respensible teaching n a public schootl.
individual and group conferences and seminars are offered simultaneously i order
to gve candidates feedback on classroom problems or questions.

enc, 2 master's orowect and examington focused on current kgies in mathematice,

scence ard technoingy educalior are required
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Comparison

The requirements for entry into the teacher egucation programs i California ang
Onio are similar, though Caiforria seems more !ax :n 1ts undergracduate content
requirements. CSUS candidates do not have tc demonstrate much beyond a basic
understanding of the concepts of biology. The Praxis examinations, | am assured by
biology majors. could be passed by a student who took AP biology in high school

§ OSU does nct use tests to exempt students from the course work
- Ohio’s traditional requirements of a biology major. And there are stringent reguireme:nts
in Ohio for what urdergraduate b:otogy and genera! science course

certification _
work must inciude.

requires a

While Chio does not have its own basic s:ills test. the Educational
Testing Servize's PPST, which is used by a number of differert states.
is not much different in content or difficuity from the California Basic
than California’s, Educationai Skills Test. The skills required for passing are modest. as
but it is not | indicated by the fact that a sufficcently high AP score will exempt a
candidate from taking 1z. Agair, the assumpuon seems to be that, f a

longer time

commitment

clear how many

candidate has the reading. writing, and math skills of good nigh-schoc!
advantages are student. he or she 1s ready 1o teach high school.
gained from the " I ,
Ohio's traditional certification requices a longer time commitment than

extra months. Calfornia’s. but it 1s not clear how many advantages are gained from

the extra months. Ohio’s program places a greater focus on the peda-
gogical theories of teaching than the practical appl.cations of it. OSU education stu-
dents devote a lot of time to figuring out how high-school students might hypothet-
cally learn math and science, but much of this 1s done before candidates have any
real experience in the classroom. California’s program seems to dc a better job of
integrating the practicai and theoretical aspects of the instruction.

On the other hand. CSUS’s class on multicultural educat:on and teaching 1n a diverse
environment also addresses a subject that might be difficult to learn on a theoreucal
level. While teachers. especially those going into California’s inner cities, may find it
useful to have a history of race relatons in the schools, this 1s unlikely to do much to
prepare them for the environment they will actuaily encounter there.

OSU’s program also seems to fall victim to the prevailing fascination with technolcgy
'~ education. While there 15 nc reason tc object 10 technology 1 the classroom.,
maost basic biology experiments can be done without a computer. Growing bacter:a
can sull be done using petri dishes instead of Windows 98.

Botr OSU and CSUS require at least a one-year ime commitment. They also charge
smidar amounts of money CSUS asks §11,4C0 {'ncluding room: ard board) and OSU
tharges $13, 904, (Both o these are n-state rates. since most zandidates for teacher
certfcat.on sve and plan 10 teach in the state where they become certred 3 This < 2

Zorsdergb's so of m

rey Y g velent (cllege graduaie 1o Dav.
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What 1s most striking about certification in both states s how !ittle effort there s 10

exercise real quality control at the conclusion of the programs. Neither state requires

any tests after the programs are compiete, and neither program requires a certain
GPA in order for its students to become certfied. There 15 no guarantee that gradu-

ates have mastered any particular material.

An Alternative Route to Certification

Twenty-four states aliow prospective teachers to bypass traditional teacher education
programs. though how much of a shortcut these alternative certificaton programs
offei vares greatly amcng these states. For candidates interested in teaching in

California, there are bona fide alternatives to the standard, costly, pro-
tracted, and not necessarly effective teacher preparation path. These
are geared toward both recent coliege graduates and rmid-career pro-
fessionals looking to switch into teaching.

The fastest way to get into a classroom in Califcrnia is to complete

a program called the “district internship” program, oveiseen by the
Calfornia Cemmission on Teacher Credentialing. it has been around
since the [960s, though it 1s not weli known. Now, however,
California has major teacher shortages, in part because of its across-
the-board class-size reduction initiative. That. combined with the low
percentage of teachers staying past their first year, has led the state to
remove some of the hoops candidates had to jump through in order
to get cerufied. in 1996-97. 1,322 teaching candidates were enrolled
in the district 'nternship program (compared with {9,200 who comi-
pleted the standard teacher preparation program that year).

What is most

striking about

certification in
both states is
how little effort
there is to
exercise real
quality control

at the conclusion

of the programs.

In the district :nternship program, candidates apply for a paid two-year internship,
which includes an inital six-week intensive preparaticn program. Throughout the two
years, they must continue traiming on weekends and during the summer. In order to
get one of these internships, candidates must first find a school district that will accept
them. Generally. inner aty schools will jump at the chance. Suburban schools, where
the teacher shcrtage 1s not so severe. often don't want the hassle of traiming an mnex-

perierced teacher.

To be admitted. candidates must have either a major or minor in tiology as well as

two math ccurses (not lower than beginning calculus), one physics class, two chem-
stry classes, four biotogy classes. and five electives - at least fourteen in all. District
interns may not bypass the biology major with the Praxis exams, but must take the

Praxis exams in addition to prove their competence in the bioiogy and generai sci-

erce. Candidates for the grstrct 'nternship must, tke those -~ the tradmonal program,

also take the CBEST exam.
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The six-week preparaton program consists of 120 clock hours of train-
) ing in child development and teaching methods {in the subjects ang
Programs like ‘ _
grade levels tc which they will be assigned). Because the prospective

the district teachers will soon enter a classroom, they are not overioaded with
internship will too much psychology or education theory. The curnculum for the

. istrict y quest g hat arise in th
be more likely district internship centers on questions and probiems that arise in the

classrcom.

to draw bright

The district intern certficate 1s valid for two years, during which time

‘college graduates _ _ N :
candidates must receive additional instruction and training—the amount

who seek . .
seeka to be determined by the school district—and must recewe an annua

relatively fast evaluation of their performance. Because the internship has only
way into the recently become mere common, 1t is difficult to get information or:
ift f indi I distri r . ring the fir rs.
classroom. the specifics of individual district programs. During the firsy tv-vo. years
though, ail interns are required by law to have a mentor available to

answer their questions on everything from lesson plans to classroom
discipline. After the internship. the employer can recommeénd interns for a profes-
sional “clear” credenual. After that, there 1s no acdditional course work 10 complete,
and the candidate can teach in any district in the state.

Unlike the more traditional programs. candidates are paid a first-year teacher’s salary.
This. obviously. lightens the financial burden associated with entry into teaching.

Programs like the district internship weil be more likely to draw bright college gradu-
ates who seek a relatively fast way into the classroom. Especially “hard-science”
majors who—perhaps even less interested than their social science and humanities
counterparts in the pedagogical theories that education schocls are likely to teach—
may be more attracted to programs like the district internship. Given that a good
part of the teacher shortage in America s in science, this 1s not a point to overlook.
Grven that the alternative certification program requires more science preparation
than the traditional certification program (and that neither provides any additional
training in the subject area), products of alternative certification programs will proba-
bly know much more about their subjects.

No Alternative Route in Ohic

Unfortunately for people interested in teaching in Ohio, there 15 no eguivalent of
the dstrict internship there. In fact, Ohio has no real alternative preparation pro-
grams at all. Alternative Teacher Certification: A State-by-State Analysis, by Emily
Festritzer and David Chester. Iists one Oh.o progri#n: it has been around since
.G5C. but only cre person has actually been certfied using 1t. (Currently no dstricts
are approved for the program.) Moreover, recent education reforms n Omio have
added obstacles to becorming a teacher Prospective teachers who could once be
cervfied while earning therr bacne'or’s degree musi now take an additiora! five quar-
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ters of courses, earn a master's degree, anc pay an addittona’ year of tuiion (not 1o
menton the income they forego by not working) before they can be certified.

A Weak Alternative

¥ 4

Not ail alternative certification programs offer teaching candidates a serious alterna-
tve. At first glance, New York seems to offer an easier route to teacher certification
thar Ohio because 1t has an alternative certificaton program (at least in
New York Ciy}. But this s deceptive.

What alternative

The precess in New York begins hike the one in California. a candidate

o certification
must be rominatec by a school district. complete a few requirements, ,
: , - DO means in New
and tnen be granted a Preparatory Provisional Certificate (PPC)
enabling him or her to go directly into a classroom. York i1s really
Before earning the PPC, however, the candidate must have thirty- just deferral
six semester hours in the intended subject of instruction as weli as of the regular

eighteen hours in teacher education. According to the New York

requirements,
Departmenrt of Education's website (www.nysed.gov/tcer). these

_ , which are some
should “enable the teacher to create a productive learning environ-

ment, plan and execute instruct:onal activities, and monitor and assess of the most
student learning in the middie level grades through grade 12. Teachers elaborate in
must be prepared to address the special developmental needs of ado- the land.

lescents through young adults. The concentration must prepare the

teacher 1o work eflectively with students from minocrity cultures, stu-
dents of both sexes, students from homes where English 1s not spoken, students with
handicapping conditions. and gifted and talented students.” Candidates should also
have completed a year of college ievel study {or the equivalent) cf a language other
than Engish Finally. they must take a two-hour seminar in detecting child abuse.

These requirements could be completed farrly easily during college. Unfortunately.
passing trem does not make a candidate a fully certified New York City Public Schoo!
teacher. In order to begin the alternative certification program. he or she must first
develcp an education plar with the Office of Recrunment, Personnel Assessment
and Licensing {ORPAL)} showing that al! the traditional New York State certification
recurements wilt be completed within a peniod of four vears. What aiternative
cervfication means 'in New York. therefore, 1s really just deferral of the regular
requirements, wnich are some of the most eiaborate in the land. These require-
ments ingiude supervised student teaching, passing several tests. ang acquirirg a
Tasier's degree

Cand.dates for tradioral certficat on must have a supenvised student-teaching expe
rerce '~ both the micdie and h g sace graces. of ire cand date pursues the ater

~t

Abve rolte then the Clisroom experence accumelated nothe aterrative propran
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ypecerce sC o g 3s 2 TelsTmendat.or § recewvec from his o

Camcidaies ‘or a urovisionat certficate must then pass a slew of tests. These are
e a3 the Mew York State Teacner Ceruficavon Examinations (NYSTCE) and are
s ven by diffe ‘ert testing organizations at different umes to test different skills. The
Tre cre s e wibera' Arts ana Scences Test. its purpose 1s to assess knowledge arc
s U5 n scenvhic and matheratcal processes: historical and social scienufic awareness:
st exgress:on ard the humantes; communication skilis; and written analysis and

2 07E55 6

Sz~e examples from the Liberal Arts andg Sciences Test:

Last year n Prociorsviie, it raned or snowec on 164 days. There was sun-
ihne r Proctorsviie on x days. What is the vaiue of x?

VWroor o the folicwing quest.ors must be answered before i s possibie to

Love e mrah et
2've Its orab er

Were tnere more cdays of ran, more days of snow or more days of
sunshine?

How many days did the sun shine in Procicrsvitie when it alsc rained

or snowed!?

o 0O w
N
>
a

T rere

wr

&3¢ a wrtten assgnment wh.ch provides two passages requining anaiys's.
Trey gve a good samole resperse {There s elso 2 warning on the bottom of this
Lage. Lsays. Tre sample response on the following page s for iliustrative purposes
2y Copyng ths essay or sgnificantly or substantally paraphrasing it wiii not be
s..ezted " Ore worders how many pecple started writing down the ~ample

Loese o the regisiration buliet~ when thay got to the test.)

Tre secanc test s cated the Assessment of Teaching Skilis (ATS). which s designed

+ .

e eanter s xnowedge o the learne {(by whech seems (o be meart

LauEt
<mCersiang ng ¢f chid ceveropment, et} instructional planning and assessment;

.

Tet ot ory getvery anc orafessiana envirnnrent
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One example from the Assessment of Teaching Skiils wail suffice:

Which of the following methods of assessment would be most effecuve n pro-
viding the teacher with information about whether students have internalized
and can apply concepts developed in a lesson abeut adverbs?

A. hawving each student independently generate a definition of the concept,
in his or her own words, the day after the lesson

B. asking students to create ther own examples and nonexamples of the
corcept

C. providing students with examples cf the concept and asking them 10 use
the examples correctly in the oniginal sentence

D. naving students select examples and ncnexamples of the concept from
a page of parred sentences.

Unlike the other standardized tests that appraise literacy or content knowledge, the
tests that stress professional skills are difficult. Not because they are intellectually
chalienging, but because it seems that there might be more than one answer and
unless a test taker has the correct understanding of pedagogical theory, he or she
might get it wrong. The answer is B. but it is not clear why. If | were a fourth grader
trying to show that | understood the lesson about adverbs and a
teacher told me to give examples, | would start arbitrarily picking
words that ended in -ly, and the teacher wouldn't know that | didn't
understand that adverbs have something to do with verb modification. interested in

For candidates

_ hing at
The ATS also includes an essay on how to solve problems like poor teaching

peer nteraction n the classroom. the elementary

. . : school level,
Finally, in order to demonstrate competence in the subject the candi-

date intends to teach, he or she must take a Content Specialty Test, alternative

consisting of 100 multiple choice questions. A candidate in Middle certification 1s
School Social Studies. for instance, must demonstrate knowledge in
history; geography and culture; economics; government and political
scence: and social studies skills. an option

generally not

' ‘ anywhere.
After one year of teaching and passing all of the tests, a candidate will

stil have earned only a provisional certificate, vahd for five years, dur-
ing which time he or sne must meet all of the requirements for the permanent
certificate, as provided for in one’'s ORPAL pian.

In order to get a permarent certificate, the candidate must get a masters degree :n
a field that 1s educationally related 10 the iicense fe.d (e.g.. science education).
Candidates must also complete six credits 10 special educaton and two credits in
human relations. Finally. the second part of the ATS test. a video exam that records
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a teacher's performance for iater evatuation, must be taken. Only after ail these
requirements are complete wiil the state of New York issue a permanent teaching
cernficate.

New York City's alternative program aliows candidates to put off certain require-
ments, but candidates are by nc means exempted from them. On the whole, New
York's teacher certification requirements are some of the icngest and most invoived
regardless of the route the candidate chooses. The state has no true alternative
certification program.

Teacher Certification for Elementary Education

For candidates interested in teaching at the elementary school level. alternative cerufi-
cation is generally not an option anywhere. Ths is true for three main reasons: {!)
knowledge of pedagogy is considered to be even more important at the elementary
level than 1t is at the secondary leve!; {2) specialized academic expertise seems to
matter less because a wide range of subjects is taught, all at a lower level; (3) teacher
shortages are not widespread at the elementary level so there is less incentive for a
state to allow candidates to bypass traditional requirements.

Minnesota has no elementary-school teacher shortage at all and thus no alternative
certification programs, with one exception: the Collaborative Urban Educator, a
joint venture by the Minneapolis and St. Paul Public Schools and the University of
St. Thomas. This program 1s only open to applicants of color. however—a fact that
1s not clearly disclosed in official communications. Specialists at the Minnesota
Department of Education Personnel Licensing Division say that there may be other
alternative certification programs, but they have never heard of any.

Al of the traditional teacher certification programs in Minnesota are wirtually 1dentical
because state law spells out their specific requirements more than most other state
laws do. The detaiis zre then added by the Minnesota Department of Famiiies and
Children. Some of the state regulations seem sensible. For example. Minnesota has
ar undergraduate course distribution requirement for admission to a teacher educa-
tion program. Students must take one-third of their college classes in the humanities,
social sciences, natural sciences, and mathematics. (It 1s hard to imagine what the
other two thirds might consist of.) There are no requirements regarding the cand-
date’'s mzjor field. It could be biochemistry or physical education.

The Unwversity of Minnesota offers a teacher education program that s typical for
Mirnescta and satisfies all state requirements. Its admission requirements are s'milar
to those in other states. Applicants must demonstrate a minmum GPA of 2.80 and
pass the Pre-Professional Skills Test. The candidate must earn PPST scores of at least
173 n reading, 172 in writing, and 169 in math. (See sample questions in Ohio
section). The unwersity alse requires some computer knowledge and experience
wth dverse pocdlaticns of chiicren
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The elementary education program at the University of Minnesota includes twenty-
four weeks of classes (two semesters) and ten weeks of student teaching that builds
on principles and methods used in courses. The required courses can be divided

almost evenly into twe groups. The first contains courses that cover
how to teach particular subjects. The content s ?an'ly straightforward
and devoted mostly to curricular decisions and lesscn plans. These The route for

courses include becoming a

+ Theory and Practice of Teaching Art in Elementary Schools: teacher in

art concepts. skills, and processes appropriate for elementary Minnesota is

level children. one-size-fits-all,

+ Survey of Children's Literature: techniques and materials

and prescriptive

* Teaching Reading in the Elementary School: readirg programs
from the perspective of historical change, language research, and
demographics

state require-
ments ensure

that there is
* Teaching Language Arts in the Elementary Schocl: improvement

of instruction and study of trends no variety among
¢ Introduction to Music Education the preparation

+ Teaching Science in Elementary Schools: materials, resources, programs.
and methods

Teaching Health in Elementary Schools: materials, resources, and methods

* Teaching Social Stuaies in the Elementary Schools: content and organization
of pregrams, improving learning situation, and effective use of materials

* Teaching Math in Elementary Schools: objectives, content. philosophy, instruc-
ucnal materials, methods of nstruction, and evaluation

The secona group of classes is more pedagogically focused. It includes Technology
for Teaching and Learning, which explains how technology can be used to create

and access educaticnal materials, communicate with other users, and sort electronic
databases. A course called Building a Learning Community covers major theores

and research on schooling as it relates to human interactions. small groups. face-to
face relations, and indvidual personality and social development. There are also a
number of courses connected to child development. A course on Biological and
Physical Foundations of Education 1s described as an cverview of biological and phys:-
cal development from birth through adulthood and the relationship of this develop-

ment to education. There s also a course on the Learning and Cognitive Foundaticns
of Education.

Some of these pedagogy courses seem more pracuical than others. For example,
the introduction to elementary-school teaching includes nformation on curnCulum,
orgarvzation, nstruction, and professional decision making. Principles of development
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nveives iearming about <lassroom maragement and instructional dehvery, and related
opics and therr application to teaching and curncuium.

While it may be true that elementary-school teachers should know more about the
“learning process” than therr high-school counterparts, this curriculum seems a little
excessive. Fuil courses on “building a learning community” and "teaching with tech-
nology” seem extravagant. More time spent in student teaching would likely prove
mcre useful. Also, most candidates for teacher certification have probably given

some thought te the role of a school and might not need an entire course devoted
10 "school and society.” This course includes readings in social science and philosophy
concerning the role of schoo! in changing American society.

The most serious problem with teacher certification in Minnesota is that there 1s no
way around these requirements. It doesn't matter whether the candidate decides

he wants to be a teacher when he is sixteen or forty or whether he has any relevant
experience or not. The route for becoming a teacher in Minnesota is one-size-fits-all,
and prescr.pive state requirements ensure that there is nc variety among the prepa-
ration programs.

Overview of Six States

The chart that follows shows requirements for certification in six states. It contrasts
the tradiional route to certification, which exists in every state, and the simpler route
offered by some alternative certification programs. for instance, the district internship
orogram n Calfornia.

These states were selected for several reasons. California and Texas are large and
have alternative programs. Minnesota. a state which is not facing significant teacher
shortages, was includec because it got the highest marks on the
“report card” issued by the National Commussion on Teaching and
America’s Future, which rewards states for lengthening teacher-training
programs and requiring that they be aligned with the recommendations
from the of professional organizations.

Every year,
bright students

nation’s top

. The chart also \ncludes different acadermic subjects and levels of teach-
colleges decide ing. While choice of subject does not much affect the load of require-
to teach but ments, the level of teaching matters significantly. There are practically

no alternative certification programs in the country for elementary-

don’t head .
schooi teachers.

toward public
The categories are straghtforward. "Admissions requirements” cover

what applicarts neec be‘cre they can enter the program. Depending
on the program, the candidate can apply during college or after.
“Course requirements’ involves wha: must be taken after the candidate enters tre

schools.

program. “Tests” inciudes these that miust be taker. 1o enter the program as well as
ary taker during and after the progran
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Some states, like Minnesota and Virginia, have no alternative certification programs.
The traditionai path listed on the chart 1s the only one possible in these states.

The case studies presented in this report indicate that the system generally serves
to constrict the pool of teaching candidates in ways that are unreasonable and even
detrimental to the original goal. Those who wish to teach encounter a series of
obstacles of uncertain value. Those weeded out are not necessarily incompetent,
and those who make it through are not necessanly competent. While states like
California are moving toward a system in which it is easier for qualified candidates
to become certified, states such as Ohio are making it more difficult.

Every year, brnight students from the nation’s top colleges decide to teach but don't
head toward publiz schaols. Instead, they accept lower calaries and larcer worl!oads
at private and charter schools, at least in part to avoid the obstacle course of public-
school teacher certification. Recruiting these talented teaching candidates to the pub-
fic schools will require us to rethink state requirements for teacher licensing.
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Traditional and Alternative Certification: A View from the Trenches

Table 1

State

Traditional or
Ajternative

-

N

Level examined
S0 ect examined

3asic requirements

Zz.rse requirements
«.27n the program

Student teaching
requirements

Tast - equirements

2=~ and ety

Duration

California

traditional

Cadfornia State Unn ersity
Sacramento

high school
DI0I0gYy

B.A. with major or minor in
biology (or take Praxis Series bio
exams), 2.75 GPA, statement of
professional goals and experiences

related to teaching, group interview,

completion of post-baccalaureate
program at CSUS

Two semester program: one class
on eacn of the tollowing: mult-
cultural education. educatonal
psychology. secondary school
teaching methods. teaching
methods for science. classroom
concerns, teaching reading

Begins with start of classes. One
month of observation, three

months as classroom assistant, one

semester of five-days-a-week,
four-hours-a-day teaching

Calformia Bas«c Educational
Skils Test

Two semesters full-time
after undergraduate degree

Caiifornia

alternative
district internship

high school
biology

B.A. with minor or major in
biology, nomination from school
district, completion of six-week
training program (|20 hours)

Six-week intersive predaraiion
program on Ciassroom marage-
ment, curniculum deveiopment,
elc.

Two years of teaching experience

Calforria Basic Educatiorai
Skills Test

Six weeks (plus two years of paid
teaching)

BEST COPY AVAILABLE

TN
~J
-
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Table 1. Continued

State Ohio Virginia
Traditicnal or raciCral traditonal
Aliernative
; O ize Univer o, Oid Domuuan Uraer =t
_evel examined high scrcol elementary
| -- Jecterar e PR ~uipie
Basic requiremnents B.A. w~ar major in oiology, GPA of  B.A. with major in interdiscipiinary
3.0. completion of masters degree  studies. GPA of 2.5, personai nter-
at OSU view, writing proficiency
Jowrie require™en™is Skt LLurSes O LeCagozld 120 total creaits e appr o sie
e roera wemsznowe Purcamemal loeas o b Iov-two i e veas of corer

mLz tzenwe wr Loge ane wauen. ffth vear Dresam st e
P osovn Sues dleree Crecils 1N DAL U Y Metnods ke

The Soecial Neecs Cnild vy ire
Gereral Louaatie™ Jlasrea
Fungamentas of oman Groess
ana Develonmer

Student teaching Three cuarters of student teaching  One semester of student teacring,

requirements beginning with observation and five days a week

then pracuce

Pre-Profess g Savs Tt
ety 17C e

Duration Five cuarters after undergraduate Ore year after uncergraduate
degree degree
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Traditional and Alternative Certification: A View from the Trenches

State

Traditicnal or
Alternative

$ehooil
evel examined
Labjedt evimined

Basic requirements

ourse requirements
sathn the orogram

Student teaching
~equirements

Test requirements

SN NG et

Duration

Table 1. Continued _

Minnesota

traditional

Uriversity of Minnesota
elementary
muitiple

B.A. with certain distribution
requirements across humanities,
social sciences, natural sciences,

and mathematics, GPA of 2.80,
computer knowledge, experience
with diverse populations of students,
completion of masters in education
atUof M

Two semesters of ciasses. with
approximately half in resources
methods and materals for particular
subjects and half in pedagogical
methods

Ten weeks of student teaching

Pre-Professional Skills Test reading
score of 73 writing 172, mathe-
matics 169

One year after undergraduate
degree

BESTCOPY AVAILABLE

New York

traditional

SUNY Cortland
middle school
soclal stucies

B.A. with major in history, including
a number of other distribution
requirements, with 2.5 overall GPA
and 3.0 in history, letters of recom-
mendation. Completion of a
masters degree is required for a
permanent certificate

Master's degree nciuges fifteen
hours of classes in socal ccience i<
well as six hours of courses in
professional educat.on whicth can
include courses on curnculum &s
well as urban education, two hou:
seminar on detecting child abuse
and some other e'ectves {or 1 tota.
of thirty hours of crasses

Usually a few years of teaching is
required before the candidate can
begin a masters degree program

Liberal arts and Sciences Test.
Assessmenrt of Teaching Skillz
(written and wideo,. GREs {to be
admittec to orogrami. Contert
speaalty test in Soeai Studiec

One year after undergraduate
degree and four years of teaching
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State

Traditional or
Alternative

~r o
PR A

Level exammed

Basic requirernents

Student teaching

reguirements
Toit enremer

Durztor

Table 1. Continued

New York

alternative

e e

Nomination by schoot district, B.A.
with major in history as well as
eighteen semester hours of
professional education, one year
of foreign ianguage study

Cne ez ol tez = ng wan

orela 210y DG asione! (erlincale.

amem s ony a for ol e
Ao ~Cm e 3 - o

None prior to start of program

e 3
ddddd - [ el
e
oren ra gt arth 0 e
-
20T el T2 [N
- - -
.- - el 4 ~ -, Nt -~ -
P T-_. o Lt L el

Mo training required immediately
after college. but masters degree
Program recuires doproximate!y

ore vear

Texas

traditional

Urieern s Lt Eousion
middie scroo!

fer -
LRGN

SOC:

nr

Major in history. economics or
polttical science. 2.5 GPA overall
and in field of certification,
completion of university English
requirements, and sixty semester
hours of courses completed, C or
better in speech cornmunication
course, application completed
during jurior year

S lvigs

~u v e .
JutL o -2
sCerne. TT T, semrelter moLE
R G G T - o oI S
RN T Ia e STy D--(-jf(acﬁ.f\r‘a -
o ST CEILYIIE et s

) P

Two semesters student teaching

Teras Argzerve Send, Poe

[P .
> i L
- v et o W e e 0T
D e R par P e
AT crmennr i—,‘;r. R I
e - -~ e . L « - - -
T e -,
D L T AT I B I PR
O t P UL

Ceompleted during tirme as an
undergraduate (four-year program:
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Traditional and Alternative Certification: A View from the Trenches

State

Tradttional or
Alternative

School

Level examined
Subject examined

Basic requirements

Course requirements
within the program

Student teaching
requirements

Test requirements
(entrv and exit)

Duration

Table 1. Continued

Texas

alternative

Region Xl aiternative certfication
program

middle school
social studies

B.A. with eighteen semester hours in
economics, geography, history, and
government, and twenty-four
semester hours in one of them
(twelve of which must be upper
division), 2.5 GPA in major in 2.5
GPA overall

Curnculum which focuses on content
knowledge. pedagogy. iearner
dwersity, professional responstbilities.
anc specialized knowledge and skills
for level and subject of teaching. For
three months, classes are held thirteen
hours/week. After internship begins.
twelve hours/month

Two weeks of stugent teaching and
one year of teaching experience

Texas Academic Skills Program (can
be exempted with suficient SAT or
ACT scores), Exarmenation for the
Cerufication of Educators in Texas
{tzken at the end of program)”

Three months of part time classes
and nne year of teaching experence
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The National Board for
Professional Teaching
Standards: Can It Live
Up to Its Promise?

Danielle Dunne Wilcox

The National Board for Professional Teaching Standards has been lauded by educators
and public officials from the Clinton adm:nistration to Republican governors. While the
goal of the Board-—identifying and certifying master teachers—has broad appeal. in
fact the actvities and processes of the Board have not been subject to serious evalua-
tion. This pioneering report explores in depth how Nationgl Board certification works,
from the portfolios submitted by appiicants to the training of scorers. After scrutinizing
the Board's standards, the validity of its scoring system. and extant research on 1ts
effectiveness, Wiicox concludes that the Board's standards and assessments are too
flawed to support the claims that are being made on its behaff.

Introduction

In the natior’s ongoing efforts to strengthen student performance. teacher quality

has emerged as a focal point for reform. President Chinton singled out this ssue in

his 1999 State of the Union message, stating that, “all states and school districts must
be held responsible for the quality of their teachers.”! Secretary of Education Richard
Riley went further. arguing in his 1999 State of American Education speech that public
education cannot improve "unless we make teaching a first class profession. "2 One
key to accomplishing this, according to Riley, is the credentialing service offer=d by
the National Board for Professional Teaching Standards (NBPTS).

Founded in 1987 and headquartered in Southfield, Michigan, the Natione! Board is a
private organization that seeks to identify and certify master teachers in different areas
of specialization, such as high-schoo! math or elementary educaticn. It likens itself to
medical specalty boards that certify doctors for supenor levels of competency in such
speciaites as cardology. surgery, or neurology. Board certification in medicine s not a
prerequisite in order to practce; rather, it :s a way for a doctor to demonstrate that
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she s an exceptonally knowledgeable and capable physiian In turn, medical board
certification: affords patients greater confidence in the quality of a doctor’s judgment

and care. The N8PTS has set similar goais for itself. it seeks 1o cerufy teachers who

have demonstrated that they are highly accomplished; hence parents and taxpayers

should feel confident that these specally-designated teachers wili enhance students’

learning.

The Naticnal Board sets three main goais for itself: (1) to promulgate high standards
for what accompliished teachers should know and do, (2) to develcp and cperate a
national, voluntary certification system to assess and certify teachers who meet these

standards, and (3) to advance educaticn-related reforms for the purpose of improving
student learning.? Several objectives are at work here: providing teachers with a
nationally portable license, keeping good teachers in the field, raising the quality of
the teaching field overall, and boosting the level of public respect for teachers. As
one National Board Certified Teacher (NBCT) stated, “Teachers need more respect.

We need to be treated like professionals.”

At the national leve!, President Clinton and Secretary Riley are promoting NBPTS.
In addition to hosting a White House ceremony in 1997 to commemorate its tenth

anniversary, Clinton used his State of the Union speech to announce federal support
for NBPTS certification: of 100,000 teachers. At the state level, legslators, NBCTs
and teachers’ union leaders are promoting National Board certification as an engine

of reform.

Yet for all the ballyhoo, any intiative designed to improve teacher quality should be
subject to rigorous assessments to ensure that it is actually accomplishing that impor-
tant purpose. in this report, we look at the history and structure of the Board and

review what candidates experience as they go througn the certification
process. This inquiry forms the background for an appraisal of the like-
ihcod that NBPTS actualiy offers a vaiuable sclution to the intransigent
problem of teacher qualty.

A Board is Born

Myron Lieberman, formerly an American Federation of Teachers offi-
cal, now a union crtic and president of the Education Policy Institute,
first tmagined a natonai board for teachers :in hs 1266 bock, The
Future of Pubiic Education.® Actualiy, he visualized multipie boards.
each representing & different academic discipline. For example, he
hoped the National Counci! of Teachers of Mathemat.cs in collabora-

The NBPTS
seeks to

certify teachers
who have
demonstrated

that they

are highly

accomplished.

ton with the American Mathematcal Assocat:cn would come up with standards and
assessments for math teachers. A nectrai crgarizaten. such as the Educational Testing
Service, would admuinister the tests. Lieberman advanced the concept of education

specaly boards as a way 10 counter unor anxet es that mer { pay weu'd mewitably

be assocated with favortsm, e | some teactners woulC eceve ment pay not

164 « BETTER TEACHERS. BETTER SCHOOLS



The National Board for Professional Teaching Standards Can It Live Up to fts Promise?

necause tney were effective but because they hac a cczy resaronsh s w e the
pr-ncipal. The umons deait with this concern it Mmest aistncts Dy Negotaling unic ™
sa.ary schedules. Lieberman criti¢ized that approach because 1t ceterred many gocc
teaching prospects who would choose other fields that promised higher ncore arc
greater opporturtty for ndwv:dual attainment. Hs national certficaton poarcs were
desigred to eiminate favoritism and give states the confidence and paincar supocr
from the unions 1o aliow scrre teachers to earn higrer saiaries.

During the early 1960s. Lieberman unsuccessiully scught funds tc implement vo .-

tary national board certificator. e reluctantly set aside the idea wrt’ G385, wre-
. g he revived it as a proposa' i American Federation ¢° Teache e ores -
Membership , dent Aibert Shanker. Lieberman suspected that Shanker, ther urcer

fire from state iegislators for opposing merit pay. wcwuic wewLome a7
on the Board /
approach that was less vuinerable to tradriona! un.or congerns. Wi
is configured in Lieberman’s permissicn, Shanker public:zed the dea.

such a way as .
4 Indeed. ne did rore. Relying heavily on bs rfluence witr the

to ensure that Carnegie Forum on Educator and the Economy. Sharker Darizyec
teachers and the concept 'nto a major study by the Carnegie Task Force on Teacr
ing as a Profession. With the a'armis from the 1983 A Nation a0 Rk

report stili reverberating through America, the Carnegie Forum was

their unions

are in charge.

well positoried ic offer education reform resoicucns trat wee.d <tr
publiic interest. The result was pubiication in 1986 cf A Natior.
Prepared: Teachers for the 215t Cemury, This marfesto called, mter a a. o7 estan o

ment of a national beard that would® {1} promulgate high standards for wrar aczom -
plished teachers shouid know and be able to do: (2) develop and operate a ~atcna
voluntary certfication system to assess and certify teachers who meet these star-

dards: and (3) advarce educabon related reforms.® This document provided a biue-
print for & single national board that would credent:a’ teacners im their var.ous areas
of specialization.

By this ume, Lieberman himseif had grown wary. He had proposed the poara cor-
cept as somethung external {0 the unions. By the time Carnegie refeased 15 repcr.
however, it was clear that the Board would be dominated by the Natora’ tcucat o -
Assocration (NEA) and American Federation of Teachers (AFT). the natic™'s tw3
argest teacners’ unons But Lieberman’s change of heart d.d not 'mpede tme ola~
Jnder Shanker’'s influence and that of other prestgicus and loguacows task force
members, such as Governor James Hunt {Dem.) of Nortk Carghina. the cor e
gathered steam

Tre B2arc came 1o fe wner tre Carnege Corporaton made 2 &' g1

prant and apponieg (s fust swerty-rone members n Mav G687 Mary 2ftre oo
memrbers were arawn o ine Carcege Task Force. At are of tha firgt ~eet ~gs
tev edted turty-iour addit 0nar members, brng rg the Buarcs Mta e D o

'oosxtytiee The f metz dale oy et aent chncem Ny s vtie Tt iyar
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rwenty-mome or ginal members s fames Kelly, a former high-school history teacher
a~a¢ ocer at tre Ford Foundation (Kelly, having served twelve years. wiil retire at
e ena of 999 Wan leadership in place, the Board set about the task of raising
f.rcs arc developing a orocedure for certification.

“empership on the Board s configured in such a way as to ensure that teachers and
e - _~inns are . charge. A key prowvision of the bylaws specifies that a majorlty of

e Board mus: be active teachers.® Today, forty-two of the Board's _
sxtycrres drediors are teachers Fourteen are selected for therr " The development
eiod s teaching accomplshment. Another fourteen are recognized

. of standards
eacgers ~ther sohiect area. The final fourteen are leaders of the two

seachers’ 4o one at the iocal, state or national levels, with half of this and assessments

zrcup represerting each urion.” Although only fourteen of the sixty- for a certificate
sriee empers must be NEAJAFT leaders. all but a couple of the
“ener tpsenty-eight teachers on the Board are unmion members. Thus.

area follows

a lengthy and

ced v tws gy of NBPTS direciers are members or leaders of the
\ZA ana AFT The remaining twenty-one directors come from a vari-  [GEAUGICIIESEES

vy of Treds. but at least half must be public officals with governance or
manage~ent responsibiliies for public schools. This group now ranges from state
wverngrs, such as Gary Locke of Washington te Portland Superintendent Benjamin
(Cznada to Gar Hiffman-!cley. Dean of the School of Education at indiana State
Jroversty.

it

Funding

Tre NBPTS set tc work -aising money for s work and was, by a!! measures, quite

swccesstu ' adation to continuing grants from the Carnegie Corporation, the

Bozd recenad fundng from the DeWitt Waliace-Reader's Digest Fund, Ford
rdaton. anc Pew Chartable Trusts, among others. By 1988, the Board had

aso founa frerds in the U.S. Senate. Senator Christopher Dodd (D-CT) introduced

-'eg s1anon (S, 26FE) that would allocate $25 million to the Board's work. The Board

“ecd s reed ‘or federal funding to speed up the design and implementation of

& mahona’ certhcaton process. Fo mer Governor Thomas Kean (R-N}). then a mem-

nor ot ine NBPTS board of drectors testified before Congress, “We could do it

w‘mout the fecera! government, but 1 would take ten years, and | don't think *he

-

“at oo ocan wat that long. "5 Firancal support for the Beoard was eventually approved
iy tme Demacra controved Congress over the objectons of President Reagan's
Ueram~ert ¢f Eaucaten. The Depantment of Education disputed such a large

anp oo avon becawse NBPTS had not submitted a “detailed research agenda” whick
v Trastarrary ooscedure” at the tme Chester £ Finn jr, then assistar’ secretary
Secuatan lard current president of the Thomas B. Fordham Foundation) testified

~

apemet Dodd's bl noting that the be.ard's backers “want to have therr cake ard eat

v seekrg cabstantai federal ad but irsisting they remain frec from federa
' that eventuaily passed dllocated $19 2 millon to the Board cver

ot T be
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four years for research and development of certificates. But that was not the end.
To this day, NBPTS continues to receive federal funding. Most recently, the Board
received $18.5 million in FY1998 and the same amount in FY1999.'0 By the end of
1999, the Board will have absorbed over $70 million in federal aid with essentially
no oversight or accountability.

Developing Standards and Assessment

With financial backing secured, the Board began developing standards and assess-

ments. First, it promulgated five core propositions to be used as the basis for thcse
standards:

{. Teachers are committed to students and their learning.

2. Teachers know the subjects they teach and how to teach those subjects to
students.

3. Teachers are responsible for managing and monitoring student learning.
4. Teachers think systematically about their practice and learn from experience.

5. Teachers are members of learning communities.'!
[See Appendix A for the Board's ful! statement of each proposition.]

The NBPTS has decided to certify teachers in thirty-three different fields. The

areas overlap with but do not mirror state licensing requirements. Because licensing
requirements vary in number and scope, it would be impossible for the Board to
have them mesh perfectly with all state licenses. Instead, the Board designed :ts cer-
tificate areas around two matrices. One divides them by students’ developmental
ages. This matrix encompasses

e Early Childhood (ages 3-8):

* Middle Chiidhcod (ages 7-12);

* Early Adolescence (ages | 1-15);

* Adolescence & Young Adulthood (ages 14-18+-).

The other matrix is content area, such as mathematics, English language arts and
“generalist,” a term that implies the teacher should know about all subjects for the
age greun she teaches. As an example, a high-school biology teacher would apply

to become board-certified in ‘Adolescence & Young Adulthood/Science.” A fourth-
grade classroom teacher would seek certification as a "Middle Childhood/Generalist.”
[See Appendix B for a full list of the thirty-three certificate areas under consideration.]
Today. twelve of the thirty-three certificates are avaifable, while the remaining certifi-
cates are in various stages of development. According to Dr. Valerie French, NBPTS
Vice President for Assessment Development, all thirty-three will be available in five
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years. A certficate 1s good for ten years and renewable. although NBPTS is st
working cut how 1t will handle recertfication.

The development of standards and assessments for a certificate area follows a lengthy
and involved process. first, the Board appoints a standards committee. The majcrity
of members are active teachers who are distinguished in their field. The rest are
school and district administrators and professers drawn from tne field under discus-
sion, from child development. and from teacher education. Second, the committee

5 charged with developing standards that

* highlight specific aspects of teaching that reflect accomplished practice. while
emphasizing the holistic nature of teaching:

* descrbe how the standards come tc hfe in different settings:

» dentify the knowledge, skills, and dispositions that support a teacher’s
performance at a high level:

* show how a teacher’s professional :udgment s refiected in observable
actions: and

» reflect the five propositions outhned above., ! 2

Tne committee’s draft standards are reviewed by the Certification Standards Work- .
ing Group (a subcommittee of the Board itself) before going into a public review
process. where they are presented at regional and national meetings and made avail-
aole to interested indwiduals. (Currently, Early Childhood and Middle Childhood Art
draft standards are available for public review.) The review process

lasts three months, after which the Board finalizes the standards. In 1999, the
Each certificate area is then developed through an Assessment Board anticipates
Development Labcratory (ADL). Working with the NBPTS, the ADL that 7,700-plus

develops and field tests assessment instruments and produces related

_ candidates will
resources, such as test manuals, instructions for candidates and exam-

iners, and scoring keys.'? seek certification

in twelve

NBPTS decided early that its assessment mechanism would be
designed to evaluate teachers’ "pedagogical content knowledge.” different fields.
In order to evaluate a teacher’s skiil. the Board opted tc create an

assessment system that would attempt to evaluate a teacher in the act of teaching.
Hence, Board certification involves no objective tests. Instead. 1t focuses on teacher-
submitted evidence of accomplishment, as documented in lesson plans. evaluations
of therr students’ work, and videotapes of their classes. Addtionally, teachers respond
to four timed essay quest:ons about hypothetical teaching stuations.
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Divining a Master Teacher

Although Board certification is still new, demand for it has steadiiy increased. NBPTS
spent seven years developing its first certficate areas: Early Adolescence/English
Language Arts and Early Adolescence/Generai. in january {995, the Beard certified s
first eighty-one teachers. Over the last four years, 1,836 teachers have been Board
certified. Each year, NBPTS has seen the number of applicants triple. in

1999, the Board anticipates that 7,700-plus candidates will seek certification in

wwelve different fields.

What Motivates Teachers to Pursue Certification?

Although the Board advertises, teachers often learn about it from NBCTs, from dis-
trict coordinators of professional development, and from union representatives. Bob
Matthews. a Maryland NBCT, said he heard his superintendent praise it and thought
he might like to try it in order to improve both his teaching and his marketability. '*
Another teacher, Margaret Johnson, had been involved with North Carolina’s new
state standards board, which was modeling itself on NBPTS. johnson decided she
should become certfied to prove to herself and others that she really was a "master
teacher” who belonged on the state teaching standards board. Natalie Crane, who
had aiready been chosen as a state teacher of the year, viewed Board certification as
a professional challenge. She was relieved that she passed inasmuch as she "had put
[her] reputation on the line.” Other teachers sought certification in order to recewve
the recognition they thought was their due. Teachers also acknowledged an interest
in the salary boriuses that thirteen states now offer {and more are considering).

How it Works

To be eligible, candidates must meet severai basic requirernents: they must have
earned a bachelor’s degree, hold a valid teaching license in states that require 1it, and
have three years of teaching experience. Private-school teachers who do not hold a
teaching license but are teaching in an accredited schooi recognized by the state are
also ehgble to apply.

The certfication process from start to firish takes a full year. scmetimes longer.
Apphcants who meet the three basic eligibility requirements must pay an application
fee of $2.000. Aithougn this fee s farrly steep. there are muitipie ways of covering
1. The federal governmnent has appropriated funds to subsidize ten candidates per
year in each state; and many states and districts pay for most, and sometimes ali,
of the application fee for a imited number of candidates. Matthews, for example,
apphed to the Maryland Department of Education to be included among the fifty
teaciners that it sponsors. The NEA and AFT also cffer loan and subsidy programs
for ther members. The fnal recourse is. of course, paying out of pocket.
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Once The Psychologicat Corporation (TPC), a San Antonio-based firm that processes
NRBPTS applications receives payment, it sends out the portfolio kit. Each applicant
must submit six “performance-based assessment portfolios” and take four “assess-
ment center exercises.” The six portfolios break down as follows:

* Entries | and 2 require submitting examples of students’ work and a reflective
commentary about the students’ progress;

* Entries 3 and 4 include videotapes of the class at work and a reflective com-
mentary from the teacher;

*  Entry 5 asks a teacher to document her involvement in her profession; and

* Entry 6 asks the teacher to document her involvement with her students’
families.

The four remaining entries can be taken care of in a single day at a Syivan
Technology Center or other testing site. Applicants are asked four open-response
questions and have ninety minutes to respond to each.

Apparently, arrival of “the box,” NBPTS lingo for (ancd a literal description of) the
portfolio kit, is 2 momentous occasion. Matthews said he rushed home from school
each day the week the box was due to arrive. The box contains the standards docu-
ment for the certification field, manuals with meticulous directions about how to
prepare the six portfolios, and information about what to expect at the assessment
center. For example, someone applying to be certified in Early Adolescence/Social
Studies-History would receive a document identifying the twelve standards that the
National Board has determined for this field. The box would also provide the teacher
with detailed guidance about the preparation of her social studies portfolios.

To provide a better understanding of how candidates' portfolios are assessed, the
Board offers a two-day Scoring Institute four times a year. Attendees include NBCTs,
local and regional facilitators (people who provide guidance and support to National
Board candidates), and education professors who are trying to align their teacher-
training curnicula with National Board standards and assessment methods. At a recent
Scoring Institute in Washington, D.C., the Middle Childhood/Generalist (MC/GEN)
certificate area was presented in detail. This area is designed for someone who
teaches students from ages seven to twelve and who handles the range of middle-
school curriculum: language arts, math, science, social studies and history, the arts
and health.!> Looking more closely at the requirements for this certificate will illu-
mine the process. Although topics vary by certificate field, the structure of the six
portfolios and four assessment center exercises remains the same.

Portfolio Entries | and 2: Reflecting on Student Work

Entries | and 2 ask the teacher to submit examples of her students’ work with an
accompanying commentary in which she reflects on their progress. For the MC/GEN
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According

to NBPTS,

-accomplished

teachers a

certificate, Entry s utled "Writing: Thinking Through the Process.” Here the candi-
date 1s to demonstrate how she uses writing to develop her students’ thinking and
writing ski's. As evidence, she must submit two “prompts” (directions for student
assignments), cne related to a social studies-histery lesson and one for fictional
narrative writing; she must also submit examples of two students’ responses to
each prompt. The teacher may submit up tc twenty pages of drafts per student.
Finally, the teacher submits a twelve-page commentary in which she describes the
progress that these two particular students are making, what she has done to
encourage their progress, and what she would do differently. In her commentary,
the teacher is supposed to address the standards for the MC/GEN certificate.

In Entry 2 the “"teacher shows his/her pedagogical expertise in science” by submitting
lesson plans for a six-week science unit that incorporates “big ideas” and specific
skills for students, and by submitting examples of two students’ work.!® The empha-
sis in both entries is on the teacher’s pedagogical expertise, not her knowledge of
the content area or the actual achievement of her pupils. The directions are clear:
“the focus i1s on the [teacher’s] practice. not on the level of student performance.”i’
Thus, teachers are encouraged not to include their top students.

Portfolio Entries 3 and 4: Reflecting on Student Interaction

For Entries 3 and 4 in all certificate fields, the teacher submits short videotapes
(fifteen minutes long for Entry 3 and twenty minutes long for Entry 4) and accom-
panying commentaries to demonstrate how well she meets the stan-
dards. For the MC/GEN certificate, Entry 3 asks teachers to show
how they “build community in their classrooms.”'8 Teachers pose a
topic to their students and then film small group discussions about it.
For instance. in NBCT Margaret johnson's class, two fourth-grade

re students were fighting, so Johnson quickly quelled the fight and formed

leaders within small groups to discuss what the class could do in the future to prevent
" their profession this from happening. Along with this videotape, the teacher submits an

" and have s
ties to the

families of

their students.

essay in which she reflects on how well the lesson helped the class

trong build community.

In Entry 4. the MC/GEN certificate candidate is asked to film her
students’ discussing a math lesson. Teachers should explain a math
concept before the film starts rolling and then capture on videotape
twenty minutes of the youngsters discussing it with one another. For
example, Matthews, a Maryland NBCT, had his third-grade students sit in a big circle
on the floor working with manipulative units and meter sticks to figure out how to
build a playground. In his commentary, he explained the ways in which the students
were learning about measurement by discoverng its applicabiity to a real-lfe situa-
ton. He explained that his pedagog:cal approach met MC/GEN's "Standard Vi
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Meaningfu! Applications of Knowledge and Standard Vii: Muitple Paths to
Knowledge."

Portfolio Entries 5 & 6: Documented Accomplishments within the
Profession and with the Family

According to NBPTS, accomplished teachers are ieaders within their profession and
have strong ties to the families of their students. Therefore, a teacher seeking certifi-
caton N any fieig needs to document a high fevel of involvement with her colleagues
and her students’ families. Entry 5 asks the teacher to keep a iog of all  §
her professional activity outside the classroom and to submit evidence All certificate
that she has served in leadership positions. To ensure that teachers do
not manufacture professional accomplishments, a colleague signs the
candidate’s statement, attesting to 1t veracily.

fields require
that a candidate

respond to
For Entry 6. the teacher illustrates that she has a high ievel of contact

with her students’ famihes by keeping a log of all parental contact and
submitting letters and summaries of events held for parents, also ver:- questions.
fied by a colleague. For example, Matthews submitted a summary of an
event he organized. To promote literacy, he invited students and therr parents to
come 1o school for a bedtime-story might. Parents and students, clad in pajamas.
sprawled cn the gym ‘oor reading Under the Lemon Moon and cther books.

four open-ended

Kissing the Box Goodbye

As the April deadline appreaches, candidates franticaily finish their entries. Procrasti-
nators are writing up their reflective commentaries just days before their deadline,
calculating how late they can submit the "box" and still have 1t arrive on time. The
chat room on the NBPTS Internet site 1s fraught with panic. Last minute questicns
light up the screen: "Is it acceptable to handwrite Description # and page #s on
artfacts? PLEASE ANSWER SOON." "How shouid | best address the standards?
Please. just give me a sample sentence. I'm begging!!!!” Another writes. “Heip, my
brain 1s fried!!"20 Apoarently submitting the box, which contains the applcants’ two
videotapes, student work, and numerous reflective essays. s an emotional moment:
“| matied my package this afternoon and | cred letuing that box go."2! Matthews
recalls, "l tock [the box] to the UPS and kissed 1t good-bye. | sent my hfe for the
‘ast year to Texas.”

Assessment Center: 4 Separate Scores

With the portfolic entries submutted. the apphicarts row have a coupie of manths 16
prepare for therr day in the assessment center. Sometime In the summer, the candt-
date heads t¢ a iccal Syivan Technclogy Center tc undergo the second portion of
ine applcaton precess. A certif-cate fieds require tnat a candidate respond 1o four
oper-ended questions. The purpase 15 10 test the teacher's pedagcgcal contert
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knowledge and her ability 1o make quick judgments about a student’s performance as
well as to verify the accuracy of the teacher’s portfolio assessmients.

NBPTS gves guidance about what questions to expect. Questons may be "based
on stimulus materials that are mailed out weli in advance of the assessment center
date."?2 Untl 1999, candidates could bring materials with them to the assessment
center so long as they left them with Sylvan staff. Now they may only bring hand-
written notes, although 1t appears the Board s yielding to candidates’ requests o
bring typed notes. (Last year, one of the prompts for the MC/GEN was to design a
sixtn-grade health curriculum. Since NBPTS had informed candidates of the question

ahead of time. savvy candidates brought entire health curriculum guides to use during
the exam.)

Once the arduous summer day at the assessment center is over, the candidate awars
a deasion from NBPTS, which will be issued 1n November.

How Entries are Scored

To evaluate the portfolios, the Board hires “assessors”—current classroom teachers

with at least three years of expenence—who assess certificate areas in which they

are certified themselves. For example, someone who s state-certfied in Early
- Childhood Education would score candidates applying for board

“The history of certification as Early Childhcod/Generalist. If a teacher is interested

the National in earning $100 per day for summer employment as an assessor and
meets these criteria. she is virtually guaranteed an invitation to the
summer scoring sesstons, which are held in six different places around
it was run by the country. Each session lasts three to four weeks with five days of
good teachers training at the beginning. The first four days of training are devoted
to anti-bias training (to prevent an assessor from scoring a candidate
down for inappropriate factors) and preparation in the scoring
methed. One day is reserved for mock scoring to make sure the
practice—that assessor's ratings are “on target" before she proceeds to “live scoring,”
we credte our i.e.. judging actuai candidates' portfolios.

Board was that

who believed in

constructivist

own meaning.” After spending four days uncovering their biases and deconstructing
their concepts of good teaching, as well as fearming the ins and outs
of NBPTS scoring rubrics, assessors are assigned to a room where they will score

just one type of entry in one certdicate area. For example, the assessor scoring for
the Middle Childhcod/Genreralist certificate will be assigned to a single category, such
as Entry 3.

Each year the scoring system and assessor training have altered somewhat as
researchers for the Board have sought to improve inter-rater relabulity, that is, the
consistency of scores that different assessors assign. An NBPTS staff member at the
February 1999 Scoring institute explaned one difficulty with the scoring process like
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this: "The history of the National Board was that it was run by good
teachers who believed in constructivist practice—that we create our Each candidate
own meaning. Initially, training [for the assessors} was a discovery

will have twenty
learning center. Everything was up for grabs: it was chaos.” Therefore,

. ) . people—or
NBPTS staff regrouped and decided to train assessors about “one right
way" to score candidates, while insisting that, “there is not cne right more —reviewing
answer for the candidate.” and assessing
The one right way to score ied to development of a scoring system her application.
that uses rubrics, guiding questions, and scoring paths {a list of instruc- This helps to

tions about how to score). Scores range from | to 4, with 3 or 4 con-
sidered a "pass.” The scoring rubrics are dense paragraphs that explain
what each numerical score indicates. During the Scoring Institute semi-
nar, leaders asked attendees to identify "buzz phrases” from these costs.
paragraphs. For example, the level 4 performance provides “clear, con-
sistent and convincing evidence” that the teachers further the students’ learning and
the teachers use “rich and varted assignments” and are able to reflect on their past
teaching.23 Level 3 performance, by contrast, provides only “clear evidence” and
"varied assignments."24

explain the
Board’s high

Once the assessors have become comfortable with the rubrics, they are given cases
on which to practice scoring. The training staff gives them cases that the Board has
judged “dead-on" 3s and 4s to determine how well an individual assessor can identify
the more obvious cases. Next, assessors are given less obvious cases but ones that
are supposed to come within 1,25 points of the score the Board has determined. To
ensure that assessors are grading correctly, National Board uses its version of quality
control called “read behind.” a procedure in which trainers—advanced assessors—
pull cases at random and score them to see if their scores agree with the assessors.
Trainers also "read behind"” assessors whose scores are not yet “on target” despite all
the training, and those who consistently score low or high.

(n live scoring, two assessors grade each entry to ensure that the scores are fair. If
their ratings deviate by more than |.25 points, then the trainer reads the case and
scores it. The scores are then reported through “automatic adjudication.” By this
policy, if the three scores are within two points on the scale, they're averaged, with
the trainer’s score counting twice. If the three scores do not fall within two points,
the trainer’s score prevails. Considering that ten entries (the six portfolios and four
assessment center exercises) are appraised in this way, each candidate will have
twenty people—or more—reviewing and assessing her application. This helps to
explain the Board’s high costs.

Who Passes?

In November, NBPTS votes on and then announces the candidates who have met its
standards. To date. according tc Valerie French, the head of scoring and assessment
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for the Board, about 45 to 50 percent of all candidates, across the years and the
certificate areas, have achieved certification.

French declined to provide more specific numbers. At the Scoring Institute, she
deflected this question and instead highlighted the Board's new policy for people
who fail to certify. In years past, those who wanted to try again had to pay the
$2,000 application fee a second time and redo ail ten entries. The Board now
allows the candidates to “bank” their scores for three years and redo certain entries
{or retake certain assessment center tests) for $275 each.

The banking policy. initiated in 1996-97. has been popular. According to French, half
of those who do not achieve certification in the first attempt will later pass. Thus, 75
percent of all applicants could potentially achieve certification. The Board aiso has an
appeals process, but few people use it now that they can avail themselves of the
banking process.

For those who achieve certification, numerous opportunities and rewards await.
Thirteen states have passed legislation to award safary bonuses to NBCTs. North
Carolina offers a |2 percent annual salary increase for the life of the certificate. (One
presumes that means for as long as a teacher is in the classroom since the certificate
is good for ten years and renewable upon expiration.) Some districts have established
their own salary incentives for NBCTs. National Board certification in some states
allows teachers to waive other requirements for relicensing. For example, in Florida.
an NBCT need not take continuing education ccurses; she can merely present her
National Board certificate in order to recertify in the state.

NBCTs report that other opportunities are given to them because of their new

status. These include teaching at the college level, testifying before state legisiatures,
and mentoring new teachers. A handful of NBCTs coilaborated with A&E cable net-
work to produce six episodes of “Biography.” Clearly, NBPTS certification is a boon
to an individual who receives it. The question that remains is whether such certifica-
tion is a true boon for U.S. teacher quality, student progress, and the public at large.

Scoring the National Board

The National Board has indisputably established itself as a powerful voice in the
debate about teacher quality. Its claims, if true, would certainly warrant considerabie
influence. It purports to offer definitive standards for good teaching in nearly every
field. Moreover. the Board claims it is able to identify teachers who are highly accom-
plished. That would be no minor achievement. Howr real is it?

For an organization dedicated to evaluation, thc Naticnal Board has been surprisingly
free from nigorous evaluations of its own activities and processes. Yet a number of
issues deserve close scrutiny: the quality of the Board's standards. the validity of its
scoring system, the rationale for federal funding, the objectivity of research on the
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Board's effectiveness. the Board's ties 10 the teacher unicrs, anc 11s connect:ons witk
state policymakers and teacher-1-aining Nsututions.

!. Standards

Research or Blind Faith?

The National Board has taken on the daunting task of promulgating definitive stan-
dards for accompiished teaching in thirty-three different certificate areas. Defining
standards in education has been notoricusly contentious. Witness the uproar in
California that followed implementation of the National Councit of Teachers of
Mathematics standards. Chuck Cascio. NBPTS Vice President for Certification,
Standards and Professicnal Development s confident that the Board's
standards have received the highest levels of scrutiny and represent a The committee’s
nrofessional consensus. This conficence, however, appears to stem
primarly from his trust in the people who make up the standards
committees. Cascio noted that all of these commitiees have leading on generating
researchers—uriversity professors well known in their fields (most standards that
often in teacher education)—as well as successful teachers. Although ’
the standards commuttees do not themselves prepare any research to _
back up the assumptions embedded in their standards, Caszio argues accomplished
that the professors on the committee use their knowledge of their field [RdJelaalaaaNelele]
to guide the standard-setting process. Furthermore. Cascio sad that, that related to
while the commuttees’ standards are not based or empirical research,
they are basecd on the “experiential research” of the teachers who
serve on the committee. He 1s referring to teachers’ personal knowi- practice, talk
edge of what works weil in their classrooms. about, and

top priority was

“speak to highly

what “teachers

Sharon Fierman-Nemser, Professor of Early Childhood Education at experience.”
Michigan State University and a member of the Middie Childhood/
Generalist standards committee, confirmed Cascio’s description of how the standards
are determned. When asked if the commuttee sought to research whether or not

its standards correlate with student academic progress, Flieman-Nemser explained
that they "did not have the time 10 do so and this was aiso not the committee’s
priority.” Rarher. "people told good steries about teaching. We listened to each
other.” The commuttee’s top priority was on generating standards that “speak to
highly accomplhshed teachers” and that related to what “teachers practice, talk

about. and experience.”

Bas:ng standards on teachers’ pe-sonal opinicns of what 1s good practice rather than
academic research seems problematic. In defining these standards. the cormittees
ard, i turn, the NBPTS aself, have supphed no evidence that they correiate with
student learning. Furthermare, it s tkely that the way in which the standard-setters
are selected will lead to a predictabie se: of cmtera. The board of directers selects
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the committee members, resulting in an incestuous process involving like-minded
persons. Instead of looking at the research base of what underlies good teaching. the
committee members work mostly from their gut feelings. and when there 1s a vacan-
cy scmeone else with similar gut feelings 1s most apt to be chosen.

Content or Pedagogy?

NBPTS materials and representatives emphasize how unique the Board is because

it stresses rewarding teachers for their practice. Hence, pedagogical knowledge 15
emphasized as the most important quality that a teacher possesses. Although French.,
Vice President for Assessment Development, insists that a balance is sought between
a teacher's subject knowledge and pedagogical knowledge. the Board's actual stan-
dards suggest otherwise. For example, the Middle Childhood/Generalist (MC/GEN)
certificate has eleven standards, only one of which focuses on content: Standard |i:
Knowledge of Content and Curriculum.2> And, even this standard is obscured by
pedagogy. making it difficult to discern just what is the level of content knowledge a
highly accomplished teacher would need to possess—or how this would be demon-
strated. “Having a firm foundation of the conceptual and procedural knowledge in
the subjects that comprise the curriculum . . . 1s essential,” reads Standard If in the
NBPTS MC/GEN document. Yet, after a cursory mention of the significance of sub-
ject knowledge, specifics vanish and the preponderance of the forty-four-page docu-
ment is focused on pedagogical knowledge.

In the MC/GEN standards document under the topic of science, candidates are
told that accomplished teachers should “draw on their knowledge of fundamental
ideas and concepts in earth and space science, the life sciences and the physical
sciences."2® But the document goes no deeper than this peripheral comment about
teachers’ content knowledge. Instead, it emphasizes the way a teacher teaches.

Here, NBPTS has a particular type of teaching in mind. Some examples help iHlumi-
nate this:

» Teachers further personalize science through "hands-on" activities and
independent study of important issues and themes. This student-centered
learning approach helps students develop a stronger understanding of the
concepts and processes taught.

* Exemplary teachers humanize the study of science” by telling stories about
scientists and “their doubts and struggles in coming to understand an area of
science. %’

Whether or not these methods are essental 1s debatable. Humanizing science may
work to interest some students. However, s doing so really an indicator of an
“exemplary teacher?” What about the importance of the teacher having demonstrat-
ed mastery of the scientific disciplines?
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This tendency to de-emphasize content knowiedge s not confined to the MC/GEN
certificate. The Adolescence and Young Adulthcod/Social Studies-History certficate
again devctes only one of its twelve standards to teachers’ knowledge of subject mat-
ter. Although this document devotes more space than most to content (for exampie.
by identifying precise historical periods a teacher should know) the majority of the
document concerns itself with how teachers conduct themselves. For example:

They frequently arrange students in heterogenecus smalt groups 1o bring pupiis
from different backgrounds into contact with one another.<%

* They. also. engage their students 1n assessing the work of ther peers. whuch
can previde them with fresh perspectives.?”’

Not oniy are the standards promoung questionable pedagog:ca' abproaches. they
often deter.orate into vague language such as the following:

¢ They {accomplished teachers] are aware that there are better and worse ways
to offer encouragement and constructive criticism. 3¢

The Adolescence and Young Adulthood/Mathematics standards document devotes
one of eleven standards to teacher content knowledge. Standard I1l: Knowledge of
Mathematics advsses that teachers "have a broad and deep knowledge
of the concepts. principies, techniques and reasoning methods of This lack of
mathematics.”*! Yet, a close reading of the standards show them .
A emphasis on
to be vague about mathematics itself. describirg it as a “'science of
patterns,” [dealing] with a wide range of patterns from all aspects of content

scentific, techrical and practical work. " knowledge among

Lawrence Braden and Ralph Raimi, two math experts who completed master teachers
a comprehensive study of state math standards in March 1998, exam- is alarming in
ned the NBPTS Adolescence and Young Adulthood/Mathematics
standards and conciuded that they do not place enough emphasis
on prover methods for teaching mathematics. Braden commented,
"Words such as ‘proof,’ lecture,’ ‘hard work.’ ‘drill.’ ‘mastery of mater- assume that
ial” are not mentioned at all or they are demgrated."33 Raimi noted teachers have
varicds content oversights, such as long division— which he describes
as the "capstone to deamal notation”— and a lack of specificity when
1t comes to geometry and algebra. Both Braden and Raimi remarked
that they were surprised at how much attention the standards devote
to the ways in which teachers should iteract with students and even to matters such
as exhorting teachers to inciude dfferent cu'tural approaches to mathematics.

an age when

we cannot

studied their

subjects in depth.

The Beard has ciearly priornuzed a particular teaching style—one that s inctusive and
learner-centerec—at the expense cf a ngorous assessment of teachers” substantive
expertse n the subiect feld. A teacker with Iittle knowlecge of her fielg mught then

nave saffic ont aght nta chedren's psychology, suffent classrcom presence. and
3 Y £ f
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sufficient deference to multicultural ideology to score a high average graage anc
become cerufied as a superior teacher.

Tris lack of emphasis on content knowledge among master teachers ¢ alarmng
an age when we cannot assume that teachers nave studied their subjects i depth
Much academic research has shown the importance of tezchers' content knowlecge
Economists Dan Goldhaber and Dominic Brewer found this espedcially true in matk:
and saence: pupils of teachers with a B.A. in math ¢r scence {not
math education or scierce education) performed significant'y bezer

The Board

academically in these subjects.*4 Teachers' troubling lack of conter
never addresses

knowledge also surfaced in a recent federal study that foung onty 38
whether or not percent of public schecls teachers have a degree m ar, academ:c
its knowledge subject; the rest majored in some branch of education.*” "You can't
teach what you don't know.” Michael Poliakoff, Pennsyvara’s Dep..
Secretary of Education, says. quoting a summary ¢f the probler
offered by the Education Trust's Kati Haycock.

base g well
r‘supported by

rigorous research.

Since the Board does not ask candidates to demonstrate ther conters:

knowledge as a prerequisite, :t seems rmportant that the Board ns.s's
that they demonstrate it through a rigorous examination. Yet, as we wili see, know -
edge of academic content 1s also de-emphasized in the assessment process itself,

The Board's Pedagogical Assumptions

NBPTS certfication rests on the assumption tnat teaching 15 @ complex act that
requires specialized knowledge about pedagogy. Because the Board believes i the
preeminent importance of this special knowledge, 1t 1s not surprising that the Boarc
emphasizes pedagogical knowledge in its standards and assessment portfolios. in

its policy statement, "What Teachers Should Know and Be Able To Do.” NBPTS
declared, “[teachers’] choices are anctored in their own experience and :n the
settled ground of the knowledge base that defines both efficacious and flawed prac-
uce. 3¢ NBPTS points to mastery of this “knowledge base” as evidence that a teache-
s a true professional: "Chief among the [atiributes characterizing professions] a-e a
boay of specialized. expert knowledge together with a code of eth.cs emptas.zing
service to clients.” according 10 an NBPTS poicy statement */

The National Board. through its standards and assessmenis. 15 a powerful vet..e 1o
premoting this knowledge base. Lindga Darlirg-Hammond., Stan‘orc educat oo orzfe
sor and strong proponent of NBPTS, points to the exampie of medi ne 1o <upoe

the Board's appreach

8

The way in which meaicre, for example, ensures that new researss vnow
edge actudlly gets used s by including it or medical licensing examunat.ons ar ¢

specaity boarg examinations and M accredtation guae nes (O whIh L O

Socasrhagie and hosprat mest respond in education. however, tFalmEns
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examinations have reflected littie of what might be called a knowledge base for
teachmg.38

National Board standards and assessme~ts aim to change this trend in education.
Although Darling-Hammond suggests parallels between NBPTS's ability to dissemi-
nate new research and that of medical specialty boards, the analogy falters when one
compares the research backing medical board certification and the meager research
guiding NBPTS assessment.

The Board never addresses whether or not its knowledge base is well supported by
rigorous research. Indeed, Bonnie Grossen. University of Oregon research professor,
notes, “Teaching procedures are often widely disseminated without any evidence that
they work."3? Other professions, continues Grossen, use the scientific method to
"ensure to some extent that the procedures shared across the profes-
“sion actually work to increase the success of all members of the pro- The Board
fession.”#0 Most research into professional practices, such as medical

. encourages
treatrients, goes through three stages: (1) generate a new hypothesis £

about a treatment or therapy based on informal observations; {2) test teachers to
the hypothesis by formally trying to disprove it, and (3), when the ) provide “muitipi
hypothgsns holds, repI:Fate the expernment in a large scale stugy. com- paths to
plete with random assignment and a control group. In education, on N

, - knowledge ' in
the other hand, new procedures are widely shared across the profes- ’
sion with only Level | support. Someone generates a theory about a ways redolent
new instructional strategy that might (or might not) be better than an of Howard

old one and then finds, as Grossen suggests, “access to a powerful
means for dissemination, and that procedure quickly becomes a fad .
widely disseminated without any further testing of the hypothesis."4! multipie

Gardner s

intelligence

Grossen's critique seems to describe accuratefy the way in which the
National Board developed its standards and the pedagogical style that theory.
it advances. The standards committees generated theories about what
censtitutes good teaching and then disseminated them with no rigorous evaluation
of their efficacy. A closer look at the Board's standards and assessment methods also
reveals that they are highly supportive of constructivist pedagogy. a theory that
assumes only “constructed knowledge—knowledge which one finds out for one's
self—is truly integrated and understood.”#? Despite a lack of research to support this
approach to appraising teacher effectiveness, NBPTS encourages it.#3 This is apt to
pose a dilemma for states that have worked hard to overturn constructivist methods
and return the focus to content knowledge, as California recently did in reading and
math. Such a state may fing itself in a strange contradiction, stressing content in its
standards for children while supporting an organization that ordains master teachers
by de-emphasizing the very same thing.

The Board encourages teachers to provide "muitiple paths to knowledge” in ways
redolent of Howard Gardner's multiple intelligence (M 1) theory. Without citing

¢
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Gardner by name, the various standards allude to his theory by suggesting that teach-
ers give students “multiple opportunities to express their understanding and succeed.
by raising their level of self-confidence, and by deepening their grasp of topics and
skills studied.”#* While the standards do not explicitly identify Gardner's theory, dis-
cussion at the Scoring Institute made clear that teachers generally perceive the Board
as endorsing it. Praise for stressing multiple intelligence theory went unchecked by
Board staff leading the Institute.

It may be well and good for a teacher to demonstrate a concept to her pupils in
several different ways, perhaps reading about it. graphing it. and creating a timeline
about it. Yet too much emphasis on creating multiple paths may pre-

As a matter of vent a teacher from ensuring that her students have mastered enough

principle, the

Board does not

of the basic content itself. Journalist James Traub comments in an article
about multiple intelligence theory that “most people who study intelli-
gence view M.|. theory as rhetoric rather than science."> Steven Cec,

examine teachers a developmental psychologist at Cornell, explains that Gardner’s view

with objective

measures.

“provides no hard evidence—test results, for example—that his col-
leagues could evaluate."#® At this point, M.I. remains a theory that is
widely accepted among educators despite the paucity of serious scien-
tific research to substantiate it. This theory doubtless remains popular
because it allows teachers to be more egalitarian in praising their students for their
intelligence(s). ("Academic intelligence is no more valid than kinesthetic intelligence.”)
It is unfortunate that NBPTS has embraced yet another education strategy that, while
popular, bears no demonstrated connection to improved pupit performance.

Although Cascio insists that “there is nothing in the standards report that says
[NBPTS] advances one particular pedagogy.” a close examination of the standards
and the types of activities teachers have to perform indicates otherwise. The prob-
lems outlined above suggest that the Board's professional teaching standards are, at
bottom, unconnected to hard evidence that they correlate with successful teaching.
The Board's enchantment with today's regnant educational orthodoxies has left it
with vague, therapeutic standards and a subjective assessment process that do not
inspire confidence in its imprimatur.

ll. Scoring Process

Similar problems affect the scoring process. Although NBPTS has invested much tme
and money in developing a scoring system that 1t says is fair and accurate, questions
of validity and reliability stit! bedewvil that system.

Content

Just as content knowledge ranks low n the Board's standards. it also draws little
emphasis in the assessment exercises. As a matter of principle, the Beard does not
examine teachers with objective measures. Valerie French explained that “{wje all
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know tests don't and can't measure teacher pedagogical knowledge.” She also said
that objective tests can only measure breadth of knowledge, not its depth—a state-
ment that can be applied to some objective tests, but not all. Instead. assessors are
asked to evaluate a teacher’s content knowledge by closely reading her reflective
commentaries. However, candidates select what they submit and the proliferation
of support groups for Board candidates and Internet discussion groups devoted to
assessing the Board's tests diminish the likelihood that the portfolios represent only
the candidate’s werk. Thus, there 1s no guarantee that what the Board sees is truly
reflective of the candidate’s ability and knowledge. As more candidates apply for
certification. the possibility of cheating also increases.

The Board's disinterest in teachers’ content kncwledge signals to the profession that
there 1s no need to stress content knowledge for pupils either. At the Scoring
Institute in D.C., two fourth-grade teachers’ portfolios for the writing assignment
were shared to demonstrate what should be considered passing scores of 3 and 4.
In the example that represented a 3, the teacher did not give her stu-
dents grades; instead she gave them comments on their final drafts. In
the example that earned a 4. the teacher invited the students to assign
themselves grades. As the teacher explained in her commentary, in the  [IIIRENIAIH
name of self-esteem building, she consented to give “Ben” the A he may also pose
clamed to deserve despite numerous spelling errors and unanswered
questions posed by the teacher. Is this the best way to teach kids how
to write, or to know whether they are learning Standard English? Yet
Board staff lauded these examples because the teachers relied on peer editing and
student self-discovery. We may well wonder just what the student discovered. We
may also wonder how assessors can judge a teacher's own content knowledge frem
these submissions. The only criterion that the Board appears to be evaluating 1s how
well a teacher can justify why she did something. Identifying scmeone as being good
at justifying her actions i1s not the same as identifying someone as being an effective
teacher. The Board seems to have confused the two.

The possibility

a problem.

The Board points to the assessment center exercaises as the chief opportunity to test
teachers directly on their content knowledge. Yet these exercises are uneven. For
example, the exercises for the Middle Childhood/Generalist (MC/GEN) certificate
never directly test the candidate on content knowledge. Instead, the four questions
ask teachers to plan lessons in light of particular goals and assumptions or to diagnose
the status of student learning. Moreover, the questions—or topics very close to the
actual questions-—are sent ahead of time. so teachers can prepare respenses. One
MC/GEN certified teacher reassured candidates cn the NBPTS website, "Don't
sweat the Assessment Center! The exercises are practicaily given to you this year."4
On the ctner hand. the assessment center exercses for the Adolescence and Young
Adulthood/Science (AYA/Science) ceruficate directly question the candidate on her
knowledge of science. Diare Walker, a Florida teacher certified in AYA/Science. relat-
ed that she answered four tough questions just about science: two very specific ques-
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tions about biological systems, cne about chemistry, and one about ecology. Valerie
French of NBPTS explained that some fields lend themselves to more content-based
questions. The danger in accepting that assumption Is that assessment

Although the exercises for other fields will be less challenging, at least in terms of

Board claims

not to favor any

one particular

their content knowledge.

The possibility of cheating may also pose a problem. Just as teachers
can easly share portfolic entries with one another, the avaitability
of multiple test dates for the assessment centers makes sharing the

pedagogy, the questions with other candidates a real possibility. In early 1999, a nave
portfolio entries candidate posted this quest:on on the NBPTS website: "Has anyone

suggest otherwise.

taken the assessment center exercises yet for early childhood? if you
have are you able to tell others what strand of math the question is
about?"48 Though this person was quickly chastised by other Board
candidates. we can have little confidence that discussions about the assessment cen-
ter exercises don't occur. Rather, it happens in a more discreet fashion. At this pont,
the Board offers the same assessment center questions for each test date, despite
this very real possibility of cheating—surely a practice that calls into question the
validity of the assessment process.

Subjective Assessments

The constructivist pedagogy that permeates the standards is reinforced in the portfo-
1o entries and assessment center exercises. Although the Board claims not to favor
any one particular pedagogy, the portfolio entries suggest otherwise.

NBPTS boasts that the objectivity of its assessment process is guaranteed by its anti-
bias training. At the February Scoring Institute. attendees had a taste of the anti-bias
exercises. During the two days, everyone participates in four anti-bias activities,
although real assessors “"go much more deeply” intc their personal biases, according
to NBPTS staff. Scoring Institute staff admonish the roomful of educators tc "accept
as a presumption that we all have biases.” The Institute’s leader instructed the group
to examine ther personal concepts of "competence and incompetence.” After shar-
~g w.th one another ther disdain for teachers who "line their students up 1n rows”
or who "believe in only one right answer,” attendees were advised to purge them-
selves of these personal Diases. Three other exercises are meant to help attendees
see how well trained assessors are to suppress any “personal biases” during the
scorng process. From these exercses. assessors develop a list of “personal biases”
that they keep on hand while assessing. For exampie, one person ackncwiedged a
pias against "U.S.-certrism,” s¢ this might become part of her very own “nit iist.”
Assessors read these lists befcre scorng each entry, n the hopes that they will
remind themselves of the evil of condemning a teacher for being a "U. S. centrist.”
for examrnle
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The two panelists leading the Scoring Institute frequently reminded the
group to avoid condemning a teacher for “one fatal flaw: misinforma- It s curoas thot
tion." Apparently, if someone makes a content error, assessors are
asked to overlook it lest they-—amazingly—be biased against error
itself. When probed on this point, Thompson, the ETS consultant, '
replied: “If the entire lesson is blatantly wrong, we would count that highty accom
against the person, but errors about people’s names, dates, formulas, phshed teaching
or writing shouldn't count against the person.” A few of the teachers wou\d cot SuCh
attending the Institute worried that the National Board would favor .

teachers who are good writers, which, in their opinion might rule out
good teachers who write poorly. A teacher from Los Angeles asked. teacher literacy.
"What about a candidate whose writing is all over the map—the
prompt is so full of errors that you have to wonder what kind of teacher is this?” In
response, Board-certified art teacher Karen Price, who has a year-long fellowship at
ETS to help lead these scoring sessions, responded, “Well, the writing is not count-
ed. We're just looking for substance. For teachers, writing is just not their strength.”

an Of‘;:{7r1=l(7'f'f"!

dedicated to

low standards for

It is curious that an organization dedicated to highly accomplished teaching would
set such low standards for teacher literacy. Is the Board suggesting that the public
should simply accept that writing is not a teacher's strong point—even an English
teacher’'s—and ignore quality (or the absence thereof) in this area? It seems the
National Board would be in an ideal position to raise the bar and challenge teachers
to improve their writing rather than stipufate that teachers are not writers. De-
emphasizing writing ability and downplaying content errors seem to run counter

to the Board's claim that it has identified teachers who are truly superior.

As would be expected, the portfolio entries submitted by teachers parallel the stan-
dards, and their reliance on a constructivist philosophy does, too. Indeed, the entries
are structured in such a way as to favor the constructivist. A candidate is rewarded
for having her students work in groups and avoiding a teacher-centered classroom.
The teacher who would like to demonstrate her students' knowledge through recita-
tions of Homer or by completing geometric proofs on the chalkboard is deterred
from this approach. For all the Board's emphasis on anti-bias training, its constructivist
bias is firmly entrenched—yet to be deconstructed or even acknowledged.

Time and Money

The National Board favors teachers who have the personal and professional means
to prepare its time-consuming portfolios. Candidates agree that applying for certifica-
tion requires a substantial tme commitment. They say they spend 200 to 800 hours
completing the six portfolios. One candidate said she felt as if she had two full time
jobs—full time teacher and full time candidate She would wake daily at 5:00 a.m. in
order to work on her commentaries before school and then work each night as well.
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“Applying to be

recogmnized as

Because the videotaped exercises are supposed to be unedited, fifteen- and twenty-
minute-long pieces, these might appear to be rather simple exercises to prepare.

Yet discussions with NBCTs make clear that this is an arduous and sometimes costly
practice. Marnie Thompson, a Scoring Institute panelist, noted that teachers generally
have five or six opportunities to film themselves before selecting fifteen consecutive
minutes of tape. But what if one's school doesn't have video equipment or the
equipment is faulty? Margaret johnson's response was to purchase her own video
camera for $1000. Having not achieved certification with her first attempt, she
learned on the second try that her videotaping needed to improve. Her husband
took off from work—fortunately, he runs his own business—to tape her class. Finally,
she had nine hours of tape from which to choose her fifteen- and twenty-minute
segments.

Learning the ins and outs of videotaping, Johnson concluded, "is something | do not
need to know how to do to be a good teacher.” Moreover, she noted, there 1s "not
support in the school systems for these kinds of resources.” Matthews
also used a personal camera, filming his class for two weeks to get the
kids accustomed to it. Realizing that the sound didn't work well, he
requested help from the district's communications program. Matthews

an accomplished led the class with a cordless mike while a professional cameraman
teacher was flmed the proceedings of the class. Of course, as Matthews noted,

underminimng

not every district has these sorts of resources.

My tecic huriyp Despite complaints from candidates, the Board maintains that these

practice thys

year.”

performance-based standards—especially the videotaped entries—are
the only way that the Board can see the candidates in action. Though
these exercises may be time-consuming and costly, Thompson noted
that, short of having assessors entering candidates’ classrooms. this is

the best method for evaluating the teachers' practice.

Yet Roger Marshall. a 1999 candidate, detected a paradox in the process. Having
invested over 300 hours preparing his portfolio and $2.600 of his own tnoney (he'll
be partly reimbursed by the local teachers’ union), he realized late in the process that
he was shortchanging his students. “Applying to be recognized as an accomplished
teacher was undermining my teaching practice this year." This paradox was especially
painful for Marshall because seventeen cf his twenty-five students are bilingual and
five have special needs. NBPTS woule ke teard certification to be an option that 1s
equally available to all teachers, but rezlistically the time commitment and out-of-
pocket expenses put it out of the reach of mary potential candidates. Marshall's
example indicates that the burdensorme certification process can actually dirminish a
teacher's performance.
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Peer Review

NBPTS operates on the assumption that the mark of true professionalism is ceer
review. Peer review. the process by which educators judge one another, is also
characterstic of the "new urionism” that Bob Chase and the NEA promote.4? The
National Board's dedication to hiring teachers as assessors 1s emblematic of this new
view. It assumes that no other group, such as principals or local administrators, can
gauge successful teaching. It further assumes that good teachers cannot be identified
by chart:ng their students’ acadenc progress over time. There s the assumption that
only teachers are skillful at identifying tughly accomplished teachers, despite little or
no rea! evidence that they are better than any other group at evaluating teachers.

Banking Policy

As of 1996-97. candidates who farled could bank their scores and retake exercises

as needed. The portfolio entries wouid be the same—of course, the class of students
would not be—but the assessment center exercises would be different. This policy
has interesting imphications. Half of those who bank their scores achieve certification
over the three years they have to try. making the overall success rate for Board
certification potentialiy as high as 75 percent. A banking policy may invite manipula-
tion. Candidates can now choose not to complete some entries and wait until the
following year to submit them, or choose to focus their attention on only a few of
the entries and turn in poor examples for others, knowing they can try again the
following year.

I1l. Government Entanglements

To aate. the federa! government has appropriated over $70 million to the Board.
According to Sailly Mernissi, NBPTS Vice President for Governmenta! Affairs, the
Board expects to be seif-sustziring by 2001 through rehance on application fees.>0
ft should pe rnoted, however, that the Board madge a similar claim
when 1t recewved its frst federal aporopriaticn ten years ago‘S' The Board has

The Board's tendency to prciong i1s depencency on he federal not kept its
government rases the question of wanether and on what conditicns promise to seek
Vashingtor snould sunoort this endeavor NBPTS initially justified
federal furding 2s ar important subsidy to heip it conguct research
and cevelop its certficates before it had any cash flow or appiicants.

rigerous, nutade

reviews of its

it's nterestng to note, however, that no other professional organiza- performance
o, sueh as med.ca’ specalty braids have reeced federal collars to

launch ther organizators. ARer ten years of furang, Cong-ess may fairly ask
wrether t"e N3PTS pracess suppers larger ~atcnal gea's for teacher quality and

=} R A

whether # actuaily does what t promuises: ‘dentfy nighly accomplished teachers.
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When the Board first received federal doflars, it created a unique relationship where-
by it would get funding from the U.S. Department of Education but the Department
would exercise no oversight authority. The Bcard claimed that it needed its autono-
my in order to avoid being politically influenced. Stifl, the Board pledged “to submit
reports to Congress every year, have its accounts audited, and have its spending of
federal funds audited by the General Accounting Office.">2 Ten years later, the Board
has not kept its promise to seek rigorous, outside reviews of its performance. The
GAQ has never audited the Board. In truth, the Secretary of Education acts merely
as a cashier. He has no authority to hold NBPTS accountable for the wisdom and
effectiveness of its practices.

At the state level, embracing the Board allows policymakers to sidestep the sticky
issue of merit pay while appeasing voters and teachers with some type of differen-
tiated pay for good teachers. When these salary incentives are reserved for Board-
certified teachers, NBPTS wields a monopoly on determining who is a good teacher.
Is this good public policy? What about the teacher who does not want to take time
away from her students to go through the time-consuming certification process, but
is nonetheless a great teacher as demonstrated by her pupiis’ high {evels of learning
year in and year out? She may get words of thanks from some students and parents,
but she will not see additional compensation.

Although its monopoly status is undeniably a boon for the Board, it also poses a
problem. As the Board gains more exposure and financial support in the states, the
number of applicants will dramatically increase; witness 1999's bumper crop of more
than 7,700 applicants. Up to this point, Board-certified teachers may

The Board has have been good teachers, but that could easily be due to self-selection.
made httle The quality of the assessment system will come under greater scrutiny

effort to link

for its consistency in identifying accomplished teachers as the number
of candidates soar. Writing in Education Week, economists Michael

its credentialing Podgursky and Dale Ballou point out that “if the cost of applying is

process to

gains i pupl

achievement,

low and there 1s a modest probability of success, many less-than-out-
standing teachers are going to seek out national board certification.”>3
The process 15 “apt to become routinized and standardized.”>* They
then asked, “How well will the board discriminate when thousands of
applicants seek certification through a bureaucratized system? No one
knows.">> Cheri Yecke, Virginia's Deputy Secretary of Education, raises another
question: How will states provide salary incentives once the number of board-
certified teachers expands? It's a financial time-bomb.>¢

When Virginia was considering granting salary bonuses to NBCTs, Yecke conducted

a longitudinal fiscal impact study for the state. She discovered that, when states offer
National Board salary bonuses, the numbers of NBPTS applicants increases dramati-
cally. In Florida, the growth rate was over |.000 percent and in Mississippr it was
over 800 percent. Using these growth models, Yecke determined that Virgmia, which
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has only twenty-eight NBCTs now, could have between 800-10,000 NBCTs by
2003-04, costing the state anywhere from $3 million to $33 million under proposed
legislation for salary bonuses. Yecke, knowing the legislature’s hesitancy to fund
bonuses up to this level, informed legislators that it is unfair “to dangle this carrot in
front of teachers when there is no guarantee it will be funded in the future.” Yecke
also notes that board certification focuses on input measures that are inconsistent
with Virginia's emphasis on student and school results, as evidenced in its Standards
of Learning and the tests based on them. Yecke concludes that “teachers whose stu-
dents show the most improvement on the test should be the ones rewarded,” not
the NBCTs, since there is no evidence that their students do better academically.

IV. Research on Board Effectiveness

The Board has made little effort to link its credentialing process to gains in pupil
achievement—the holy grail of education reform. At this point the Board has no
evidence that the teachers it certifies produce superior student achievement or
even, for that matter, the kinds of “caring, inclusive, stimulating and safe school
communit[ies]” the Board is intent on fostering.

The only study, to date, that looks at the impact of Board certification on student
outcomes is seriously flawed, both because the Board paid for the study and because
all the researchers have had or continue to have professional ties to the Board. For
example, Marnie Thompson is an ETS consultant who is deeply involved in assessor
training. As the researchers themselves admit, “the power of the study is limited.">’
Only six teachers were observed. Using classroom observations as their measure,
the researchers found “"accomplished teachers” among both certified and uncertified
groups, and they also found unaccomplished teachers among both groups. Little was
learned from this study because the findings were ambiguous and the experimental
design had no empirical validity.

The research void may be partially filled by an upcoming study planned by National
Partnership for Effectiveness and Accountability in Teaching (NPEAT) and the Univers-
ity of Maryland. With a federai grant to study the Board, a research group under the
aegis of NPEAT is supposed to determine “whether teachers who have been certified
as outstanding by the National Board for Professional Teaching Standards produce
better-educated students.”>8 They plan to compare the practices of certified and
non-certified teachers: they will also attempt 10 compare student outcomes.

Like the earlier study, however, this one already suffers from serious problems of
interfocking interests. The principal researcher, Ann Harman, is also Senior Executive
Associate for Assessment and Research at the National Board itself. She has a built-in
objectivity problem. The other researchers employed by NPEAT, Richard M. jaeger
and john Hattie. have also worked for the Board in the past. Moreover, NPEAT
counts the National Board as one of its member groups and has already pledged to
disseminate National Board standards and assessment methods across the education
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community. All these factors suggest that the study's findings will be biased in favor
of the Board. The Board is essentially studying itself—or engaging friends and allies
to do so, which raises the question, Shouldn't the Board pay for this self-serving
research and save federal funds for an independent study?

There are other troubling aspects to this study. Officials at the U.S. Department of
Education admit that it is deficient because of a small sample—sixty-five teachers—
and one that is limited gecgraphically. Also, the research design calls for a study of
various subjective measures of a teacher's practice. The researchers

Union members are trying to stay away from measuring student outcomes with stan-
represent nearly dardized test results because the three geographic areas where the

two-thirds

the Board

teachers are being studied use different tests. Instead, researchers will
use structured interviews with teachers, parents, and students, class-
room observations, and evaluations of a student writing assignment.

of

membership. These subjective measures of student success, unburdened by objec-

tive measures of pupil progress, will still leave the findings questionable.
Thus, even after the government funds this endeavor, reliable, independent research
will still be required.

V. Union Entanglement

NBPTS trumpets its support from numerous professional education organizations,
ranging from the National School Boards Association to the National Council of
Teachers of Mathematics.>? The two most influential groups that support NBPTS and
are heavily represented among its directors are the National Education Association
(NEA) and American Federation of Teachers (AFT). Nineteen of the Board's directors
are NEA members, including the Board's present chair, Barbara Kelley, a physical
education teacher from Maine. The AFT has similar numbers on the Board. Thus,
union members represent nearly two-thirds of the Board membership.

A number of factors explain this. Since Albert Shanker was instrumental in mobilizing
financial and institutional support for the concept of national board certification, it is
not surprising that he would also work tc ensure that the unions had a strong voice
on the board itself. Mary Hatwood Futrell, the former NEA president, also served on
the Carnegie Task Force that drafted the bylaws requiring equal representation of the
two unions on the Board. The task force determined that forty-two of the Board's
sixty-three members would be teachers, most of them public-school teachers who
belong 1o unions. This task force also selected the originai board of directors.

Having such a high representation of union members on the Board 15 a politically
astute move for NBPTS. Teachers, who historically have been suspicious of testing
and merit pay, are more apt to trust an organization they know to be led and sanc-
tioned by the unions. The NEA assures its members that they can trust NBPTS
because the experts behind it are themselves teachers and because “NEA formally
supports NBPTS through its resolutions and other policy documents. and consicers
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National Board certification to be a valuable professional development option for
experienced teachers. 0 Union endorsements also impress politicians who are
interested in currying favor with the unions. For example, legisiators indebted to the
teachers’ unions are more likely to vote for measures to support the Board, such as
salary incentives for Board-certified teachers. The Board clearly benefits from its
strong relationship with the unions.

The unions benefit, too. The NEA and AFT are now able to offer their membership
two important rewards through Board certification. First, th's credential confers new
respect, a new professionalism. Second, in places where the Board and the unions
have succeeded in arranging this, the unions can offer their members who achieve
certification salary bonuses. nationai license portability, and credits toward license
renewal.

Although the relationship between the unions and NBPTS ss clearly beneficial to both
parties, it does not necessarily boost teacher quality. The NEA/AFT bloc can veto any
Beard action to which they are opposed and can also push through any policy they
regard as impcrtant to union interests. In 1990, the NEA encouraged its members
on the National Board to “ensure that eligibility is tied to possession of a state teach-
ing license and graduation from an accredited teacher education program.”®! This
measure would have eliminated many private schoc! teachers from recognition. It did
not pass, but the episode illustrates how much influence the unions and their aities
can wield over Board policy. Full-time union leaders have more time to pursue union
interests and access to organizational resources that other directors serving pro bono
do not have. Also. union leaders have more infiuence than unaffitated members in
the appointment of other board members and staff.

The key issue is whether such heavy union influence will, in Lieberman’'s words,
“erode the Board's integrity."62 For instance, if teachers of drivers’ education, voca-
tional education, or home economics clamor for certification, the Board would need
to address the question of whether these fields possess enough specialized content
to justify advanced certification. This could lead to a conflict of interest for the union
leaders. Teachers for whom no certification is available will surely aliege inequity
within the profession. [t is unlikely that union leaders can long deny certification to
any category of their members; instead, they will presumably seek to broaden the
possibility of certification to include all grade levels, subjects, and actvities. indeed,
the Board 1s now debating the merits of a certificate for gudance counselors. But 1s
this really a field that warrants advanced certification by a profess:onal teaching boarc.

Union dynamics will also affect the numbers certified. Since the unions are working in
the interests of a large base of teachers, they are inevitably interested in expanding
the number of individuals who get certified. If the Board s to be financially self-sus-
taining, it will need to boost the number of teachers who apply, pay therr fees, and
get certified. Yet. if it ever meets President Chinton's goal of 100,000 NBCTs, states
may reconsic  the salary incentives they are offering. Thus far. NBPTS has not
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Fifteen states,

acknowledged the probabiiity that salary increments wiil become tess popuiar
states and districts as more and more teachers are certified and thus renderea e gh.e
for the extra compensation.

The underlying problem is the fundamenta! tension between a

by legislative union dedicated to advancing the economic and professiora: we'a-e

mandate, have

established their

of all teachers and an organization whose purpose s to «dertfy anc
reward only the best among them. The only way to ease s tens or.
Lieberman pointed out, "is to separate control of the Natonal board

own teacher from control by teachers unions; unfortunately. umcn centrol o t e

licensing boards NBPTS has been insttutionalized with ittle prospect of charge ™°

that have

adopted National
i ic s fcation w. 1ema n

Board-compatible The National Board |s‘ adamant that board certfication w .. 1ema

voluntary. the implication being that no one wiit have to go tncugr

standards.

Vl. Entanglement with State Policymakers

the process unless she chooses. Yet mcre and more states are cver
kauling their own teacher licensure processes to reflect the 3oard’s
standards and assumptions. This is happening at two levels. First, more than vy
states now belong to the Interstate New Teacher Assessment and Suppc:
Consortium (INTASC), a group “working together on ‘Nationai Boarc-comcatne
licensing standards and assessments for beginning teachers both before they enier
teaching and during therr first two years on the job."®*

Ffieen states, by iegsslative mandate, have established the.r cwn teacker lcens =
boards that have adopted Nationa! Board-compatible standaras. For examoe Norh
Caroiina’s Professional Teaching Standards Commuission s directed by faw ¢ "2orsc-
er current methods to assess teachers and teaching candidates, ‘~riuding the Natcra
Teaching Exam and the assessments of the National Board for Pr_-ussicnal Teach.rg
Standards.” Its mandate 1s to recommend to the State Board of Education i~e mpe-
mentation of a rigorous assessment method for intial and continuing educatcr
Tne Commission has drafted and 1s ci-culating its recommended standaras &G
assessment methods, which the State Board of Educanon wit vote or n tre
According to Executive Director Thomas Blanford, these standa-ds ang assess™ert
~ethods are indeed madeled after NBPTS and INTASC Tre Commsson i'so
endorses the assessment methods adopted py the North Carobna Depat~en~t ¢
Education. By this plan, teachers will now mantain portfohos of ther iessan £'ans
stuaents’ work. and letters to parents as evidence that they're meet.rg trese <1 o8
srangards. Outside observers ~-other teaches-—-wi come inta schon's 10 men s
ieachers’ portfolios and professionai develogment pians (P07 Wr'e trese noil L
and PDPs may be effective ways for teachers 10 become mare aware of ~2w 10¢
why they're teaching. there s no attempt on the State Board's o1t (0 te teater
evaluat:ors to stucent cutcomes Yt the Nat onal Bozr @ s eage” *n he, 00w«

ard alales aooh! suem stancarcs NDPTS mae sa™ Wil g o7 ramer Tl Dyt
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which, according to Board Vice President Chuck Cascio, “is designed
10 give every teacher the chance to be challenged to hve these perfor- The standards

mance standards.” ARd isus sarreigs

INTASC, state standards commissions, and the state boards of educa- that the Boord
ton and legislatures that have empowered them, seem to have accept-
ed the premise that there is a solid link between National Board
standards and assessments and student academic outcomes. This is

an example of how an unproven education theory becomes part of of questanabie
the conventional wisdom and spreads across the land. States have the value.
responsibility to license teachers whe can demonstrate that they are
qualified to instruct children. By turning over the assessment of teachers to profes-
stonal commissions that have not proven that they employ superior methods for
improving student learning, state officials are failing in their civic duty.

ses refnenn

unprovets and

Conclusion

There is no doubt that teacher quality must be strengthened if we hope to improve
student performance. The National Board for Professional Teaching Standards claims
that 1t has found a way to do this. At first blush, the idea of having a nongovern-
mental organization promote and reward teachers for meeting rigorou's standards
sounds wonderful. However, the standards and assessments that the Board uses
remain unproven and of questionable value. The Board nevertheless enjoys mount-
ing support across the political spectrum. It is worth recalling that the education
system’s obligation is to students and their learning. We must take a careful look at
the National Board and ask whether or not it is in fact succeeding in meeting this
obligation. At this point, most of the evidence suggests that it is not.
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Appendix A: NBPTS “The Five Core Propositions”

The Five Propositions of Accomplished Teaching

The National Board for Professional Teaching Standards seeks to identify and recog-
nize teachers who effectively enhance student learning and demonstrate the high
fevel of knowledge, skills, abilities and commitments reflected in the foilowing five
core propositions.

I. Teachers are commutted to students and their {earning. Accomplished teachers
are dedicated to making knowledge accessible to all students. They act on
the belief that all students can learn. They treat students equitably, recognizing
the individual differences that distinguish one student from another and taking
account of these differences in their practice. They adjust their practice based
on observation and khowledge of their students’ interests, abilities, skills,
knowledge, family circumstances and peer relationships.

Accomplished teachers understand how students develop and learn. They
incorporate the prevailing theories of cognition and intelligence in their prac-
tice. They are aware of the influence of context and culture on behavior.

They develop students' cognitive capacity and their respect for learning. Equally
important, they foster students’ self-esteem. motivation, character, civic respon-
sibility and their respect for individual. cultural, religious and racial differences.

2. Teachers know the subjects they teach and how to teach those subjects to
students. Accomplished teachers have a rich understanding of the subject(s)
they teach and appreciate how knowledge in their subject is created, orga-
nized, linked to other disciplines and applied to reaf-world settings. While
faithfully representing the collective wisdom of our culture and upholding the
value of disciplinary knowledge, they also develop the critical and analytical
capacities of their students.

Accomplished teachers command specialized knowledge of how to convey
and reveal subject matter to students. They are aware of the preconceptions
and background knowledge that students typically bring to each subject and of
strategies and instructional materials that can be of assistance. They understand
where difficulties are likely to arise and modify their practice accordingly. Their
instructional repertoire allows them to create multiple paths to the subjects
they teach, and they are adept at teaching students how to pose and sclve
theirr own problems.

3. Teachers are responsible for managing and momnitoring student learning.
Accomplished teachers create. enrich, maintain and alter instructional settings
to capture and sustain the interest of their students and to make the most
effective use of time. They also are adept at engaging students and adults to
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Accomplished teachers find ways to work collaboratively and creatively with
parents. engaging them productively in the work of the school.

Cited from http:/mww.nbpts.org/nbpts/standardsffive-props.html.

Appendix B: Summaries of the Standaids

Framework of National Board Cerstificates

Adolescance
Early Middle Early and Young
Childhood Childhoed Adolescence Adultheod
Ages 3-8 Ages 7-12 Ages Ei-i5 Ages 14-i8+ |
Generalist Currently Currently Currentiy
available available available -
English Language Arts No relezse Currentn Currently
date ceterrnined availans avaiable
Mathematics _ Mo release Currently Currently
date determuined availabie avaiizble
Science . Nio reieaze Currers - Currently
date deter~inec avaiar @ available
Socials Studies/History . No release Currertly Currently
date deterinined avaitable available
Art Deacember 2001 oo -emily avallable
Foreign Language December 200! December 2001
| Guidance Counseling No releaze daie deterninec No re'eaze date determined
{ Library/Media December 200! December 2001
’ Music December 2001 L esember 2001
Physical Education December 2001 Deacember 230!
Health — No refeise date determines
Vocational Education -— December 1999*
tnglish New Language Oecerrber 159G¢ Caczmber 1999
’ Exceptional Needs/Specialist December 1999% December 1999
r - wpected availabity daie ) ;

Source; {Jations! Boardf ie Presessional Teaching Ssandards, ¢ sde (0 Fiauonaal Board
Certtficanion 1998- 1667 {Lan Antorss, Tex.: Author, 1998). 7

REST COPY AVAILABLE
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Willam J. Clinton. President of the United States. “1999 State of the Union Address” Washington. D.C.. 20
january 1999.

Richard W. Riley. U.S Secretary of Education, “New Challenges, A New Resolve: Moving American Education into
the 21ist Century,” Sixth Annual State of Amenican Education Speech, Long Beach, Calfornia. 16 February 1999.

National Board for Professiorial Teaching Standards. What Every Teacher Should Know' The Natonal Board
Cerufication Process 1998-99 (Southfield. Mich.: Author. Apni 1998)

Myron Lieberman. The Future of Public Education. (Chicago: University of Chicago Press. 1960), especially 259-
270.

Task Force on Teaching as a Profession, A Nation Prepored: Teachers for the 21st Century (New York: Carnege
Forum on Educaton and the Economy, May 1985), see especially 66-69. These goals were later adopted by
NBPTS and can be found in Natonal Board for Professional Teaching Standards. What Every Teacher Should Know.

"Board of Directors” www nbpts.orginbpts/about/board.html
Natonal Board bylaws, Article Il, Section C, 2.a.

Thomas Kean, quoted in Krisn Goldberg. “Teaching Panel's Backers Seek $25 Miilion in Aid™ Education Week. 24
Fepruary 1988.

9
1bid
"0 From 1991 1o 1994, the National Board was iundea under the Higher Education Act. From 1995 to 1999,

the Nauona! Board was funded under Title II: Professional Development of the Elementary and Secondary
Educavon Act.

www nbpts.org/nbtps/standards/five-props htm!

www nbpts org/nbpts/standardshow-standards.htmi

13 Gene Gerssert and Myron Lieberman, Teacher Unian Barganing. Pohcy and Pracuice. 209.
*4 Names of NBCTs have been changed to maintain their anonymity.

15 National Board for Professional Teaching Standards. Guide to National Board Cerufication (Southfield. Mich.: Author.
1998), 1.

'8 “A Closer Look at MC/Generalist Assessment,” document provided by the National Board for Professional
Teaching Standards at its 22-23 February 1999 Sconng institute

17 Nauonal Board for Professional Teaching Standards. Middle Childhood/Generalist Entry |+ *Whriting: Thinking Through
the Process.” 4.

'8 Nauonal Board for Professional Teaching Standards, Middle Childhood/Generahst Entry 3: “Building a Classroom
Community,” |

19 -Middle Childhood/Generalist: Standards for Nationat Board Certfication.” (Southfield, Mich.- Natonal Board for
Professional Teaching Stancards, January 1996). 33. 35.

www.nbpts.org

wew nbpls org

www.nbpts.org/nbpts/about/candfaq htmi

"Middle Childhood/Generalist Scoring Rubric.” provided by the Natonal Board for Professional Teaching Standards

at therr February 1999 Scoring Institute in Washington, D.C.

24 1bd

25 ‘Middle Childhood/Generalist. Standards for National Board Certfication,” (Southfield. Mich.: National Board for
Professional Teaching Standards, January 1996). 17.

26 -Mddle Childhood/Generalist: Standards for National Board Certification,” 2.

27 -Muddle Childhood/Generatist- Standards for National Board Certfication,” 22.

28 Njauonal Board for Professional Teaching Standards. Social Studies-History Standards (for teachers of students ages
7-18+) (Southfield, Mich.: Author, 1998), 18.

2914, 48.

30 1pd, 45
31

w

I
12

20
21
22
23

"Adoiescence and Young Aduithood/Mathematics: Standards for Natonal Board Certificatien, (Southfield, Mich :
Natioral Board for Professional Teaching Standards, November 1996). 19

32 iod.

33 personal correspondence

¥4 Dan Goidhaber and Dominuc Brewer., “Evaluaung the Effect of Teacher Degree Level on Educational Performance ~
Cevelopments i Schoo! Finance {1996) 199-210

35 Natonat Center for Educauonal Stanstics, Teacher Quality A Report on the Preparaton and Qualifications of Public
Schoo!l Teachers. (Wastington, D C U S Department of Educaton January 1999). 12

36 “\What Teachers Should Know ard Be Abie To Ds policy statemen: (Southfietd. Mich.. Natona! Board for
Professionat Teaching Standards. !$88)

37 Ibd

38 i.nda Darlng-Hammong Reshaping Teaching Pol.cy. Preparation. and Fraciice Influences of the Nationa! Board for

Professiona’ Teaching Stardards (Washington. D.C . American Association of Colleges for Teacher Education 1999,
b :
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39 Bonmie Grossen. “What Does It Mean To Be A Research-Based Prcfession?” in What's Gone Wrong in America’s
Classrooms? Williamson Evers. ed (Stanford University: Hoover Institution Press, 1998). 24.

g, 23.

4Uibid., 25.

42¢ D. Hirsch. The Schools We Need and Why We Don't Have Them. (New York. Doubleday. 1996). 245.

43 Linda Darling-Hammand. Reshaping Teaching Policy. Preparation. and Practice.

44 Natonal Board for Professional Teaching Standards, “Middle Childhood/Generalist Standards for Board
Certfication. 35.

45 James Traub, “Multiple Intelligence Disorder.” New Repubiic, 26 October 1998.

4 1pid.

7 vaw.nbpts.org/nbptsfforum

48 tbid

49 Myron Lieberman, Teachers Evaluating Teachers: Peer Review and the New Unionism (New Brunswick, N.§.:
Transaction Publishers, 1998); Bob Chase. NEA President has written and spoken much about the “new
unionism” that the NEA promotes. One concept that is fundamental to this "new unionism” is that teachers will
regulate themselves. Hence, this principle of self-regulation inspires peer review and such endeavors as NBPTS
Links to speeches and policy statements about the “new unionism”™ are found at vaww nea.org/newunion.

50 John R. Phillips and Marc: Kanstoroom, “Title It: Does Professional Development Work?", New Directions: Federal
Education Policy n the Twenty-First Century (Washington, D.C.: Thomas B. Fordham Foundation, 1999). 71.

31 Kristin Goldberg. “Teacher Panel's Backers Seek $25 Miliion in Aid.” Education Week. 24 february 1998.
52 |big,

53 Dale Baliou and Michael Podgursky. "Some Unanswered Questions Concerning National Board Certfication of
Teachers.” Education Week, 10 june 1998.

54 (big.
55 Jbid.
36 Personal communication.

57john Hattie, Janet Clinton, Marmie Thompson, and Holly Schmidt-Dawis, “Ide~ fying "Highly Accomplished
Teachers: A Validation Study,” University of North Carolina at Greensbe o, December 1995,

58 Ann Bradley, "Ed. Dept. Funds Large-Scale Research Effort on Teaching.” Education Week. 29 October 1997,

9 complete list of education orgamizations that have pledged support for the Board can be found at
vavw, nbpts.org/npbts/about/sup; srters.htmi

60 “Questions and Answers for educators interested in National Board Certfication™ NEA website: ww.nea.org/
teaching/nbptsqa.html

6! ann Bradley, "N E.A. Assalls Board's Policy on Prerequisites for Certification™ Education Week, |7 January 1990.
62 Gene Gerrsert and Myron Lieberman, eds., Teacher Union Bargaming: Policy and Practice, 219.

3 1bid., 221
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65 North Carolina Professional Teachuing Standards Commussion. Mission Statement. Law aited 1s Article 20 of the
General Statues, Chapter |15C (295.2).
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The National Council
for Accreditation of
Teacher Education:
Whose Standards?

J.E. Stone

The National Council for Accreditation of Teacher Education (NCATE) is the fargest
accreditor of teacher traning pregrams in the U.S.. and s sicndards are fast
becoming the de facto nationa! norm. In addition to being a time-consurming and
expensive brocess, however, NCATE accreditation reviews seem more concernad with

a school’s philosophical perspective than with the aualifications of its faculty and the
knowiedge of its gracuates. Moreover, NCATE's standards downplay the roie of teachirig
in producing student achievement and celebrgte the lecrner-centered approceh to
pedagogy. These stanicas put NCATE at odds with what many parents and policy-
makers want from teachers and the institutions that claim to prepare them.

introdiyctios

Practically everyone is caliing for better-trained teachers.! Faiture on a state adminis-
tered literacy exam by 59 nercent of Massacnusetts teachier education graduates
was a key recent factor in drawing attention to the problem.? The 1998 Higher
Education Act sent a particularly clear message t¢ the schools of aducaiion and state

licensing agencies: federa! funding in coming years will depend on higher standards
for teachers.3

Even the teacher-training community seems io agree that improvements are

needed. An organization comprised of educaticn and public representatives—the
National Commission on Teaching & America’s Future {INCTAF)-—has been especially
energetic in promoting this message. The NCTAF's Executive Director—-Stanford
education Professor Linda Darling-Hammand-—has been making the rounds of state
capitals, telling governors and legislators that it's time to “get serious about {teacher-
training] standards.” By standards. however, the NCTAF means teacher-training stan-
dards set by NCATE—-the National Council for Accreditation of Teacher Education.*
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NCATE is the largest accreditor of teache. iraining programs in the . 5. Its
oresident and others of its leaders are members of NCTAF NCATE accredits roughly
half of America’s teacher-training programs and, with notable exceptions—EBoston
University, for example—all the farge ones. lts standards have been adcpted in
whole or in part by forty-five states. NCATE's standards are fast becoming the de
facto national standard. Whether this developmert favors reform or strengthens the
status quo. however, is a question that deserves to be carefully examined.

NCATE’s Standards

NCATE was founded in 1954. Its members include all the major organizational
stakeholders in teacher training. These include the National Education Association,
the American Association of Colleges of Teacher Education, the Council of Chief
State School Officers, and similar groups representing schoo! personnel. it also
includes subject-specific organizations such as the National Councit of
Teachers of Engiish and the International Reading Association. NCATE s

NCATE reviews teacher education prograrns using a process that standards re
entails institutional self-study foliowed by campus visitation. An institu- fast becom.ny
tion’s faciiities, personne!, and program are examined every five years.
Critics have termed it time consuming and expensive. In a number

of states, review by NCATE is, in effect, legally mandated. These are nationa’
states in which the government agency that regulates teacher training standard
and licensure has adopted NCATE's standards as its own.

the de facto

NCATE's standards are undergoing revision. In fact, they are under continuous
revision, as required by the NCATE constitution. The current standards were origi-
nally written in 1987, and have since been rewritten and refined several times.
They evolved from several older sets of standards that were similarly written and
rewritten during the sixties and seventies. Over the past two years, still another
rewriting has been underway. This latest round of revisions is due to take effect in
2000.% As explained below, these latest revisions—the so called NCATE 2000 stan-
dards—are said to be “groundbreaking” in that they will be “performance-based”
instead of “curriculum-based.”

NCATE's current standards (i.e., its 1987 standards as “refined” in 1995) consist of
twenty very general requirements having to do with everything from curriculum to
students, facuity, and governance (see Table 1).’

The twenty “standards” are very general statements, and each is accompanied by
one or more “indicators” intended to convey the type of evidence that would
demonstrate compliance with the standard. Technically, the indicators are not the
stangards. but without the indicatcrs and extensive additional gurdance, written and
unwritter, the standards would be virtually indecipherable.
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Tabie | MCATE’s Current Standards®

i. Design of Professional Education

Standard I.A Conceptual Framework: The unit [i.e., the university department

or college that is responsible for teacher training] has high quality professional
" education programs that are derived from a conceptual framework(s) that is
knowledge-based, articulated, shared, coherent, consistent with the unit and/or
institutional mission, and continuously evaluated.

' Standard 1.8 General Studies for Initial Teacher Preparation: The unit ensures that
candidates have completed general studies courses and experiences in the liberal
arts and sciences and have developed theoretical and practical knowledge.

Standard 1.C Content Studies for Initial Teacher Preparation: The unit ensures that

teacher candidates attain academic competence in the content that they plan to
teach.

Standard 1.D Profession;JI and Pedagogical Studies for Initial Teacher Preparation:
The unit ensures that teacher candidates acquire and learn to apply the profes-

sional and pedagogical knowledge and skills to become competent to work
with all students.

Standard I.E Integrative Studies for Initial Teacher Preparation: The unit ensures
that teacher candidates can integrate general, content, and professional and ped-
agogical knowledge to create meaningful learning experiences for all students.

Standard I.F Advanced Professional Studies: The unit ensures that candidates
become more competent as teachers or develop competence for other

professional roles (e.g., school library media specialist, school psychologist.
or principal).

Standard 1.G Qudlity of Instruction: Teaching in the unit is consistent with the
conceptual framework(s), reflects knowiedge derived from research and sound
professional practice, and is of high quality.

Standard I.H Quadlity of Field Experiences: The unit ensures that field experiences
are consistent with the conceptual framework(s), are well-planned and
sequenced, and are of high quality.

Standard 1.1 Professional Cornmunity: The unit collaborates with higher education
! faculty, school personnel and other members of the professional community to
i design. deliver, and renew effective programs for the preparation of school

personnel, and to improve the quality of education in schoofs.

Continued on next page
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1. Candidates in Professional Education

stanacra LA Quasicauons of Candidates: The unit recruits, admits. and retains
caraidaies wiho demonstrate potential for professional success in schools.

Toncee BB Corresien of Cendidates: The unit recruits, admits, and retains

3 cwverse stucent Docy.

Stercord 11.C Mon icning and Adwising the Progress of Candidates: The unit system-
aticaiv. monitors and assesses the progress of candidates and ensures that they
"ecen e approprizie acagemic and professional advisement from admission
nrougn completion of thew professional education programs.

iends g 11D Ensuring the Competence of Condidates: The unit ensures that a
rc:aate’s competency 1o begin his or her professional role in schools is
issessac prior 1o completion of the program and/or recommendation for

«censure.

lll. Professional Education Faculty

stencard HILA Prefessional Education Facuity Qualificctions: The unit ensures that
he s-ofessional ecucauon faculty are teacher scholars who are qualified for ther
issignrents and are acuvely engaged in the professional community.

stanza g iLE Corrposition of Facuity: The unit recruits. hires, and retains a
dverse higher ecucation facthy.

stercs-d M.C Proressional Assignments cf Faculty: The unit ensures that policies
and assignments ailow ‘aculty to be involved effectively in teaching, scholarship,
angd sen:ce.

fignzond LD Pcressionar Deveiopment of Faculty: The unit ensures that there are
sySi2mand ang comprenensive activities to enhance the competence and inteflec-
rual vialyy of the orofessional education faculty.

IV. The Unit for Professional Education

stenccra IMA Go.erance and Accountabriity of the Unit: The unit 1s clearly
certt.ed, operates as a professional community, and has the responsibility,
gt o v, and nersannel to develop, admirister, evzluate, and revise alt profes-
wers’ edudaton orograms.

nq

3 VE Re-r e for Teaching and Schorarsh.

b ialoinid n: The unit has adequate
2T 710w 10 3020 teacning and scholarshin by faculty and cand:dates.

s L QOpergung ton it Tre snit has sufficient facilities,

Laaetay resources 10 il s oescon and offer quelity




NCATE: Whose Standards?

For example, “Standard A" requires that programs be “derived from a conceptual
framework that is knowledge-based, articulated, shared, coherent, and consistent
with the unit and/or institutional mission” and indicator "I.A.1" says "The conceptual
framework is written, well articulated, and shared among professicnal education
faculty, candidates [i.e., students undergoing teacher training] and other members of
the professional community "~still, a rather vague statement.”

It isn't until one reads the bullet points under indicator “I.A.1" that the meaning of
shared “conceptual framework(s)" begins to emerge: “The framework(s) reflects
multicultural and global perspectives which permeate all programs.“IO

However, even this statement is less than transparent. In order to gain a more
complete understanding of “multicultural and global perspectives,” the reader must
consult the glossary and it is there that the real meaning of “Standard 1.A" becomes
evident:

Globa! perspective. The viewpoint that accepts the interdependency of nations
and peoples and the interlinkage of political, economic, ecological, and social
issues of a transnational and global character.!!

Multicultural perspective. (1) The social, political, economic, academic, and
historical realities experienced by individuals and groups in complex human
encounters; (2) the representation and incorporation of issues related to
culture, demographics, ethnicity, race, gender, sexual orientation, religion,
socioeconomic status, and exceptionalities in the education process; and (3)
the inclusion of a cohesive, inclusive curriculum representing the contributions
of diverse populations. '?

In other words, NCATE's standard for "high quality professional

An accredited education programs” turns out to mean, in part, that an accredited

institition's

teacher tramng

institution’s teacher-training curriculum must be infused with a particular
sociopolitical perspective—a matter well removed from the issue of
teacher effectiveness and one that policymakers and the public might

curricili st well question. Yet, by virtue of NCATE's remarkably circuitous way of
be infused with speliing out what is actually looked for, “Standard I.A" appears bland

and unremarkable.

a p.“,rtn' Pevajl

SOCivunlic.

perspredctive

Determining the true meaning of other NCATE standards requires
similar attention to the “fine print” and, in a number of cases, the fine
print turns out to be less a matter of pedagogy than one of social and
political ideals. For example, “Standard Ill, A" addresses “Professional
Education Faculty Qualfications"—a seemingly straightforwarc matter . An examina-
tion of the indicators, however, reveals NCATE's attention to social and poltical
Issues that seem more than a little tangential to faculty qualifications. For example,
Indscator {ll, A, 2 says “Higher educauon faculty exhibit intellectual witality in their
sensitivity to critical ssues (e.g., how content
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studies and pedagogical studies can be more effectively integrated; and the ethics of
equity and diversity in the U. S. culture) and in their efforts to address the issues and
bacome proactive in addressing them.”!3 In other words, as a condition of accredita-
tion, teacher-training faculty are expected to adopt and promote an activist view-
point with regard to equity and diversity issues. Here again, standards that nominally
deal with academic or professional matters turn out to mean something quite differ-
ent when closely examined.

What is clear from these and similar examples is that NCATE's standards are anything
but self-evident and, in truth, could be termed misleading. They address matters well
removed from questions of effective pedagogy and, as a practical matter, they require
extensive informal guidance. Because much of this guidance comes in the form

of communications from NCATE's various boards and offices, any true
understanding of NCATE's standards must be based on sources of
information beyond the standards themseives.

Capturing the

Vision and
Happily, for the interested observer, NCATE's standards make refer- _
ence to just such a source of guidance.!* Published by the American NCATE
Association of Colleges of Teacher Education, Capturing the Vision: Standard:
Reflections on NCATE’s Redesigit Five Years After sets forth the “vision CONCeye 7
of quality” that guided the development of NCATE's standards. ' It
was written by the parties who interpret and implement the standards,
including representatives of NCATE's Board of Examiners, its Unit Qi e bty
Accreditation Board, and its Executive Committee. Capturing the Vision conceiie!
was written to communicate “the larger purposes of accreditation” to
“faculty in the institutions that seek accreditation.”'® It presents what
amounts to an ordained interpretation for the NCATE standards that
have been in use (in various stages of refinement) from 987 to the
present.

teac hu:_;; [REN

Capturing the Vision's central message is that teacher-training programs
must “first and foremost” be “dedicated” to “equity,” “diversity,” and
“social justice"—egalitarian ideals widely approved within the teacher education com-
munity.'” It holds that teachers and administrators are morally obliged to promote
social justice, in the same sense that physicians are obliged to promote health and
lawyers obliged to seek justice.

Equally noteworthy is what Capturing the Vision overlooks. It says nothing about
matters that might be thought the core of teaching—namely teaching's role in pro-
ducing student achievement. For that matter, the standards themselves do not
address the issue either. Rather, what Capturing the Vision does make clear is that
faculty willingness to accept certain sociopolitical views is critical to an institution’s
efforts to become accredited . . . we are convinced that units living the three
themes wili not have difficulty in meeting NCATE's standards."'8 By implication,
programs failing to adopt NCATE's views may have difficulty. Plainty, Capturing the
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Vision and NCATE's Standards conceive of teaching as an activity concerned as
much or more with sozial reform than with student achievement.

Proposed NCATE 2000 Standards

Superficially at least, NCATE's newly proposed “performance-based” standards differ
from its current curriculum-based standards.'? Instead of specifying input indicators of
quality—conceptual frameworks, faculty attitudes, etc.—the proposed standards set
expectations for the competencies to be displayed by newly minted teachers. They
also give some attention to the need for teacher knowledge of subject matter and
they acknowledge student learning as the ultimate goal of the teaching endeaver.

Like the current standards, however, the new standards are open to widely differing
interpretations and, again like the current standards, they contain repeated references
to sociopolitical attitudes and ideals. The terms “diversity,” “cultural
diversity,” and teaching appropriate to “diverse learners” are sprinkled
liberally throughout the new “Program Standards for Elementary
Teacher Preparation.”20

To parents,

schooling s

~ees e
about <t Whatever their operative meaning (as may be revealed by some new
version of Capturing the Vision), the new standards in no way suggest a
children, not lessened emphasis on social idealism or any departure from the vision
about social of teacher training expressed in Capturing the Visicn. Presumably, nei-
ther will the proposed standards, once enacted, be any less subject to
reinterpretation and “refinement” than were the standards enacted in
[987. As matters stand, the only certain difference between the pro-
posed NCATE 2000 standards and the current standards is that the new ones will
attempt to assess program effectiveness by measuring that which recent graduates
have learned whereas the standards that have been in use since 1987 assess the
curriculum and other aspects of the training program itself.

hopes for ther

engineeering.

Two Views of Teacher Training Reform

The National Commission on Teaching and America's Future has made headlines
with its proposals for reforming teacher training-—proposals that feature universal
adoption of NCATE's standards for teacher-training programs. What policymakers
and the public may not understand, however, is that the NCTAF and NCATE have
a very different conception of that which needs reforming than do teacher educa-
tion's critics. They acknowledge that there are too few well-trained teachers but
most critics believe there are too many badly trained ones, i.e., teachers who are
it equipped to produce results.?!
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What Parents and Policymakers Want

Few parents and policymakers are opposed to the teacher-education community's
passion for education to improve society; they just want the improvements to take
place the old fashioned way, i.e., through the intellectual enhancement of students.
Unlke NCATE, they want academic matters, not social reform, to be teaching’s top
priority. They believe that schooling should, first and foremost, equip students with
basics such as a broad fund of knowledge, high aspirations for achievement, and a
sense of personal responsibility.22 To parents. schooling is about their hopes for their
children, not about socia! engineering. %3

Teacher concern for equity, diversity, and social justice need not undermine acade-
mic aims, yet it tends to do so when teachers are taught that social ideals should
take precedence over learning. For example, when teachers choose to promote
failing students, they foster a spurious form of equity while undermining academic
standards. Much the same holds true when they use teaching strategies such as
“cooperative learning” and grading based on group projects.2* These methods lessen
individual accountability by blurring observable differences in student performance. In
contrast to educators, parents and policymakers are less concerned about minimizing
differences and more concerned about each child becoming all he/she can become.

Social promction policies and cooperative learning are familiar examples of education
practices that make academic concessions to social concerns. Many less well-known
methodologies called “best practices” are founded on the same priorities. 25 They
include heterogeneous grouping, multi-age classes, and a variety of other teaching,

curricular, and organizational stratagems. All subordinate educational outcomes to
social aims.26

Teachers and administrators are not only taught priorities that are at odds with those
of the public, they are also given to believe that the public's ideas about education
are unenlightened, even harmful. A recent Education Week essay by a veteran high-
school principal reflected the prevailing view.2’ According to Principal jones, “parents
expect that their children will be educated just like they were.” In his view. the adop-
tion of traditional education practices—academic retention, for example—is a wrong-
ful concession to the public's ideas. Jones lamented the failure of the [960s student
movement 1o reshape lastingly the public’s thinking and suggested that school admin-
istrators push the envelope in a more student-centered direction. A similarly critical
Phi Delta Kappan article by a much-published critic of results-oriented schooling
argued that parents who insist on achtevement for their children are selfish and an
impediment to the success of other students.28

What Teacher-Educators Want

A 1997 Public Agenda survey found a “staggering disconnect” between the priorit:es
of teacher education professors and those of parents and others concerned with
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schoohng.zg It showed that professors want less structured schooiing. 1.e.. schocling
that "facilitates inquiry” and stresses “learning how to iearn.” It found that professors
are chiefly focused on educational process and favor “"learner-centered” teaching. By
contrast, Pubiic Agenda and other polling organizatons have found that parents want
orderly schools that emphasize academic fundamenta'’s. Beth they and
Learner-centered policymakers want improved puptl achievement.

schoolmng s

The gulf between the public and the institutions that train and hcerse
at odds with teacheres s little studied and poorly understood but 1t explains much
the public’s about why schoo! reform has faled.30 It also explains why teacher
training standards deveioped by NCATE are unlkely tc trear student
education aims. . . .
achievement as an unrivaled priority. Repeated efforts 1o refc-m the
public schools have faled to improve achrevement because they are
interpreted and implemented by educators who have been taught that other a'mg
come first. However, if, as recommended by the NCTAF, all teacher traning is
brought under the auspices of NCATE, virtually all teachers will be trained by pro-
grams that emphasize the prcfessoriate’s aims. not the public's.?i

The gap between teacher-educators and the public s neither transient nor recent.3?
{tis a subtle but profound disagreement about the nature and purpose of pub!:ic ec.-
cation. Although obscured by jargon and mutating methods, the core difference s
that the public takes a learning-centered or results-oriented view of education while
teacher-educators take a learner-centered or process-oriented view.33

Over the years, learner-centered pedagogy has been reformulated and repackaged
many times. Current names include “student-centered,” "developmentally appropri-
ate.” and "constructivist.” In the early part of the twentieth century, similar practices
were cailed "progressive” and “child-centered.” Despite continual relabeiing and remn-
vention. the priorities of learner-centered pedagogy have remained constant. The use

of pedagoy zally correct teaching takes precedence over results.>*

Learner-centered instruction is a form of teaching in which classroom activity s built
around the learner’s aims and inclinations. It idealizes learning as student-directed,
discovery-oriented activity in which the teacher acts less as manager or director ard
more as a faciltator o~ guide. Learner-centered activities are thought to be especially
berefical because they presume to engage students in higher order intellectual actv -
tes—which are considered the epitome of the educational process. Students who
are eager. mature, and well behaved are Ikely to benefit from learrer-centerad
nstruction. Students who are less well suited to unstructured and seifdirected activity
ofter founder and learn little in learner-centered classrooms.

Schoe's attemrpt to accemmodate differences ameng learners by a variety ¢f mearns.
They :nclude. for e-ample. adaptations of instructicn: to learning styles anc curr.cuium™
¢ student readiness. They include houndless exertions to make learning actvities
attractve, engaging. and .ntrinsically motivating Students who respond pocriy 10
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learner-centered instruction are thought to lack the necessary motvation and maturi-
ty by virtue of deficiencies in their social, economic, and cultural backgrounds.35
Although societal change 1s considered the ultimate corrective, the learner-centered
prescription for dealing with such students is to accommodate the school's expecta-
tions to the student’s current behavior and deportment. In theory, the “right” accom-
modations make possible—but do not assure—the spontaneous emergence of the
.good qualiues with which learner-centered instruction presumes all students are
naturally endowed. For example, if a student seems apathetic about engaging in
classroom activity, the teacher might diagnose the deficiency as one stemming from
poor self-esteem and a dysfunctional family. The teacher might address the problem
by placing the student in a cooperative learning group for the purpose of affording
encouragement, participation. and the experience of success. The
hoped-for educatonal outcome would be that the student would
come 10 see himself as capable and would subsequently be more NCATE's

inclined to engage n classroom activities.

A different type of accommodation might be made n the case of stu-
dents who are believed to be poorly motivated and badly behaved
because they have experienced social njustice. The learner-centered
prescription might be that teachers should demonstrate greater toler-
ance of the students’ apathetic and, perhaps. angry behavior as a
means of showing them that the school is a fair and understanding
environment. For example, the school might provide counseling or it
might infuse the school curricutum with materials that would empha-
size the role and the historic contributions of persons who have the

same background. Teachers might undergo sensitivity training. The pur-

pose of these measures would be to assure the students in question
that therr negative behavior and attitudes were not necessary because
the school was sensitive to the circumstances of their lives and sympa-
thetic to their feelings.

approved
programs lcean
heavily toward
mdoctrinating
teachers i an
educationi
perspective
rather than

traming in

effective

pedngogy

These examples illustrate the key reason why learner-centered schooling is at odds
with the public's education aims. Whatever the specifics of the accommodations
made by the school. their purpose is not the straightforward improvement of
achievement but the improvement of conditions congenial to learner-centered
instruction. Rather than prescribing a more structured and teacher-directed mode of
instruction—one that might be far better suited to students who are not weil moti-
vated or well behaved—learner-centered orthodoxy encourages ad hoc interven-
tion for the purpose of facilitating the use of what the teacher-training community
believes is an ideal form of teaching. In other words, the learner-centered perspec-
tive encourages teachers and schools 10 concern themselves not with intervening to
produce results but with making public-scheol realities more hospritable to the learn-

er-centered «deal.
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Teachers may recognize that such accommodations are ineffective but they defend
their use because doing otherwise would seem an abandonment of educational
ideals, 1.e., the ideal of the self-directed learner engaged in higher order thinking.
They have been taught that even ineffectual learner-centered teaching is better than
non-learner-centered alternatives. For example, if the student who participates in the
cooperative learning project fails to reach expected objectives, the teacher may argue
that at least the individual's self-esteem was enhanced. If angry and unmotivated stu-
dents fail to read and write, the teacher may argue that the school's multicuitural cur-
riculum and sensitivity training at least succeeded in preventing these individuals from
dropping out.

NCATE and Learner-centered Teaching

NCATE's standards do not explicitly call for learner-centered teaching but they plainly
adhere to a learner-centered vision of education. In this view, schooling cannot be
expected to succeed without greater equity. diversity, and social justice ir American
society and thus teacher training must be infused with rightminded social and pclitical
values. In other words, NCATE and the teacher education programs that foliow
NCATE's standards infuse teacher training with social and political idealism because
their learner-centered pedagogical doctrine requires it.

NCATE and the teacher-education community are the primary keepers of the learn-
er-centered faith. NCATE's leaders are published proponents of learner-centered
teaching.3¢ NCATE's approved programs lean heavily toward indoctrinating teachers
in an educational perspective rather than training in effective pedagogy. In short, the
teacher-training programs accredited by NCATE teach educators that their time and
energy should be dedicated primarily to learner-centered teaching and secondarily to
results.

Learner-centered thinking has a virtual stranglehold on the teacher-education com-
munity.3” Skeptical academics are suspected of being “in denial” about their own or
society’s responsibility for reforming adverse social, political, and economic condi-
tions. Proponents of more conventional explanations for academic failure—lack of
study, for example—are thought to mistake symptoms for causes and are suspected
of blaming the victim. Educational innovations are welcomed but only so long as they
fit the learner-centered mold.38 As E. D Hirsch puts it, alternatives are not “thinkable”
(italics in the original):

To question progressive doctrine would be tc put in doubt the identity of the
education profession itself. Its foundational premise is that progressive princi-

ples are right. Being right. they cannot possibly be the cause of educational
ineffectiveness.3?

Tradition, doctrinal zeal, and an absence of compettion explains much about the
predominance of learner-centered thinking in schools of education. Another factor,
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however, may contribute greatly to its popularty among teachers and agministrators.
A theory that educational effectivenass is imited by factors tuch as soaal just:ce, tugh
self-esteemn, and a variety of developrental consideratiuns explains one tring very
well: it explains how so many teachers and so rmarv schools could be working sa
hard and yet producing so little. In other words, it offers a convenient, comfortable,
and nearly irrefutable excuse for educational failure.

As most teachers, administrators, and professors see it, tne presence of educatonai
falure implies less-than-optimal conditions for students. Morecver. iess-thar-optimal
conditions argue against educational accountability and in favor of ever greater com-
mitments of resources for education. !If doubled education expenditures do not
succeed. perhaps they need to be doubled again. Who can say what constitiies
optima! conditions for learnirg? if schools aren't succeeding, scciety must make a
greater effort.

According to learner-centered thinking. educationa! success is restricted not only by
social, political, and economic conditions. The developmental version of the learner-
centered view adds biological restrictions. The "developmentally appropriate practice”
concept featured in NCATE's proposed NCATE 2000 standards holds that tire stu-
dent's maturationally determined stage of intellectual development restricts that which
he or she can learn.0 I~ theory, correctly fitted teaching will result = as much learn-
ing as current development permits and academic challenges in excess
of that level are apt to cause burnout and damaged self-esteem.*! in

>

‘Expecting "+

other words. if a student fails to learn that which might reasonably be
expected and there are no obvious sociocultural impediments. a state NCATE to reform
of insufficient development is presumed to exist. It is an attractive theo- [EESSela TagRIdoTIaTIeT- 20

-

ry not because it enables teachers to produce results but because it

relieves both teachers and students of responsibility for meeting curric- birc?
ular expectations. fulfills the public’s

in a way that

hopes is naive.

Pedagogical concepts such as developmentally appropriate practice

are also attractive to students and parents because they relieve anxiety
about failure 1o achieve. According to developmental theory, students should be
expected to make an effort only with regard to those activities they find appealing
and engaging. Whether those preferred activities result in meaningful academic
achievement 1s considered a secondary issue.

The "developmentally appropriate” viewpoint promises academic success through
natural and spontaneous means and it supposes that students will learn all that they
need to learn when the time is right.42 If curnicular expectations say otherwise, it is
the expectations that are wrong. In effect, the developmental viewpoint takes the
work out of schoolweik.

Developmentally appropriate practice, education for social justice, and the many
other variants of learner-centered education undermine educational effectiveness
because they encourage teachers to ded-cate thew time and energies to overcoming
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social, economic, and developmental impediments and otherwise engaging students
in learner-centered instruction. Of necessity, the activities they arrange must be fun
and exciting, whether or not they are activities known to enhance academic achieve-
ment.®3 In effect, student satisfaction with the immediate education experience is
given far greater weight than the longer-term satisfactions associated with academic
achievement. In theory, learner-centered teachers attempt to produce achievement
by accommodating student needs. In practice, they assume that education exper:-
ences not well received by students are not well fitted to their needs and thus not
conducive to achievement.

In many respects, the flaws in learner-centered thinking parallel those nnerent in the
“root cause” view of crime—the view that poverty causes misbehavior and thus mus:
be the primary target of social intervention. Both perspectives are loosely grounded
in social science, both divert the energies of professional helpers into matters that
have little demonstrated relationship to resuits, and both provide built-in excuses for
failure. Not incidentally, both require extensive academic training and thereby assure
full employment for training institutions and licensure bureaucracies.

The NCTAPF’s Campaign for Teacher Training Reform

The National Commission on Teaching and Arnerica’s Fulure is feading a massive
effort to encourage the adopticn of NCATE's standards. Originaliy headed by Nortn
Carolina's Governor Jim Hunt and funded by two major foundations, the NCTAF
(1996) urges all states to align their tzacher ficensure regulaticns with NCATE's
training standards and with the standards set by the National Boara for Profess:onal
Teaching Standards (1990)—advanced teacher certification standards that are them-
selves aligned with NCATE. in effect, the NCTAF is pressing states to enact pclicy
that collides head-on with the public's desire for stronger punil achievement.

Expecting NCATE to reform teacher tra:ning 1 a way that fulfilis the public's hopes
is naive. NCATE is an organization primarily comprised of teacher-education’s stake-
holders, i.e., the very groups that created the standards now saic 1o be in necd of
reform. Given its history, it may be safely predicied that any NCATE-led reform wili
be congenial to learner-centered teaching ana antagonistic to achievement-oriented
alternatives. NCATE's stakeholders—especially the schoois of education—wili not
have it any other way. If policymakers want teacher training tnat treats pup. achieve-

ment as its top priority, they will have to set stancards that are independer.: nf
NCATE.

Public Reguiaticn of Teacher Training and Licanzure

The teaching profession 1s regulated by state education agencies and these agenc.es
ostensibly exist to promote the public's aims. In fact, they are steffed, led, ang dec-
sively influenced by the professicr that they purport to regulate— -2 phenomenon
that economists call “regulatory capture." ¥4
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Instead i ensuring that teaching serves the public's aims, state education agencies
coilaborzte with organizations like NCATE and thereby serve as a conduit through
which the teacher-education community's beliefs are injected into the decisions of
legislators and boards of education. For example, a group representing the executive
leadership of the state departments of education—the Council of Chief State School
Officers—is working diligently with NCATE to assure that state licensure require-
ments are aligned with NCATE standards.#> They are also linked by shared leader-
ship. For example, the immediate past chairman of NCATE's Executive Board heads
the Kentucky Department of Education and NCATE's current senior vice president is
the president-elect of the National Association for Multicultural Education—an advo-
cacy crganizanon bent on infusing multicultural values into teacher training. The effect
of these intermingled icyalties is governmental regulation that is supposed to be dedi-
cated to what the public wants but, in fact, enforces what the education community
thinks 15 imiportant.

NCATE and its stakeholders argue that educator control of the regulatory process is
proper in that it parallels the professional control of training and licensure in the med-
ical and legal professions. The comparison, however, overlooks a crucial distinction.
Consumers can choose among their doctors and lawyers but usually not among their
children's teachers. If parents want to make use of the schools they pay for with their
taxes, they have few options. Public schools are required to have licensed teachers
and nearly all licensed teachers have been trained in the learner-centered mold.

Policy Alternatives

if NCTAF and NCATE succeed, expanded school choice and alternative teacher
certification may be the only way parents and policymakers will get teachers who
are trained to put achieverment first. However, if policymakers are willing to act
independently, they can make a vital difference in the kind of skills required of
licensed teachers and ultimately in the aims of teacher-training programs.

State requirements for entering the teaching profession vary from state to state but
most inciude a degree from an “approved” teacher training program and successful
performance on an exam of pedagogical knowledge. Requirements for subject matter
examinations and demonstrations of teaching proficiency have been added or are
Jnder consideration in a number of states. The model licensure standards now being
coliaboratively developed by the Council of Chief State School Officers and NCATE
will require teachers to demonstrate knowledge, attitudinal "dispositions,” and
approved teaching skills—all consistent with a learner-centered vision of teaching.
Licensure based on such standards will most likely insure doctrinal conformity, not
effectiveness in producing student achievement.

Until recently, there has L :n no goud alternative to exams of pedagogical knowl-
rdge and classroom observations as evidence of a teachers' ability to produce learn-
ing. The preduct of teaching, learning, could not be used as an indicator because

212 < BETTER TEACH¥RS, BETTER SCHOOLS

Lo |



NCATE: Whose Standards?

student learning is influenced by pre-existing differences in student knowledge, skills,
backgrounds. motivation, and other characteristics. Within the past few years, how-
ever, a statistical methodology that corrects for such differences has been used for
teacher accountability in Tennessee and Dallas, Texas.*¢ Called value-added assess-
mient, it measures the gains in learning experienced by the students whom a teacher
has taught, and s vastly superior to the indirect measures of teacher effectiveness
that are now used.

Given that the teaching skiils possessed by novice teachers primarily reflect the train-
ing they have undergone, the value-added achievement gains of such teachers could
be used as reascnably accurate indicators of a training program’s quality. In any case,
those gains would be a far better indicator of teacher-training program effectiveness
than indicators such as test scores and course credits. Moreover, if teachers with a
probationary license were required to demonstrate an acceptable level of proficiency
in praducing value-added achievement gains, teacher training programs would have
to become more concerned with whether their graduates were able to produce
achievement, not with whether they adhere to learner-centered orthodoxy. In addi-
tion, value-added assessment could be used to evaluate teachers for tenure and
merit pay decisions.

Over the years, the public has assumed that teachers are trained to produce acade-
mic achievement. In fact, most teachers have been trained to use learner-centered
nstruction. It i< a subtle but critical discrepancy. A change to ar achievement-oriented
indicator of teacher preparecness would stir significant change in most teacher-
training programs. They would either have to begin emphasizing skills that enable
teachers to be effective or fali to produce licensable graduates. Programs that have

traditionally taught result-crierted methods. however, would only have to fire tune
their efforts.

Used in conjuncticn with a weli-validated achievement test, value-added assessment
can provide officiais with an indicator of teacher preparedness that is aligned with the
public’s pricrities and independent cf those of the teacher education community. If
policymaikers want teacher traning dedicated to results rather than idealism. a change
to value-added teacher assessment might be the single most effective action they
could take.
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Debating Alternative
Teacher Certification:
A Trial by Achievement

Michael Kwiatkowski

The number of teachers who enter the classrcom through “alternative™ routes s
smal! today, but expected te grow. States and districts increasingly turn to alterncive
certification to widen the poo! of teaching candidates with background i high-Gemand
specialties, candidates from under-represented groups. or those prepared to teGch

in challenging settings. Studies show that aiternctive certificction does ncrease the
representation of teachers with these qualities. While existing studies of the effects
of these teachers on studen: achievernent have I'mitations, most researchers have
concluded that alternative route tecchers are at least as effective as their conven-
tionally-trained counterparts. if not more so. This report concludes that, while
clternative certification 1s a promr:sing reform, it will not have a real effect untl

other issues like teacher salgries and working conditions are alse addressed.

The Many Faces of Alternative Certification

A rapidly expanding force has emerged in teacher education: the ooporturtty for
school districts. universities, and other educationa! agencies to offer certification for
teachers who compilete an in-gistrict teacher preparation prograrn. 1his contrasts
with the traditional approach of awarding teacher certificauc: as part ¢f an educaton
baccalaureate program mainly accomplished thriugh a college or umiversity, it's not
an easy alternative to conplete, usuzlly; t's not inexpensive, unless there are fuw
other options; 1it's not common, yet; and 't is already one of the most hesiy debated
issues since chalk first met blackboard.

From 1983 to 1996. over 50,000 *eachers recewved tranirg and certification
through Alternative Certification (AC) prcgrams nationwide. This figurs does not
include thousands more who are riow enrolled in newly emarging alte-native pro-
grams.! While the number of teachers certfied through AC s a relatively small per-
centage of the total number of teacheis certfied. the trend is expected o accelerate
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Driving this trend 1s a quest to enhance education through at feast four impgortant
goals:

!1 increase the teaching pool of those competent in high-dermand educational
specialties,

2) ncreass the partiapation of under-represented teachers,
3) increase staffing leveis of urban schoeis or “difficult seitrigs,” and

4) decrease the need for emergency credentalling to meet teacher shortages,
although emergency certfization is also a form of A,

Thus. the supposed strength of AC lies in its potential to attrart and hold a segment
of the pcpulation not currently engaged in education. Of course there are numerous
related sub-issues to these goals—economics, policy, power, tradition, professicnal-
istri, public perception, and the current distressed state 6f American education, 1o
name only a few. Too often drowned out is the more cerntral issue of student
achievement.

Like many contemporary innovations in ecducation, AC actually has roots extending
back severai decades in teacher preparation. Martin Haberman noted that it was a
common practice in the nineteenth century for each school district to hire and cervfy
its cwn teachers.? Large districts eventually developed their own "Normal Schools”
of teaching practice with a system of testing for izensure. Normal Schools often grew
nto teacher coileges, then became state colleges, and final'y developed into universi-
ties. As these colleges grew, teacher training left the aegis of the district and was
assumned under a baccalaureate program. if there is irony in AC, then it is a return to
the traditional scurce of teacher training. School districts have been and will continue
to be uitimately responsibie for the quality, and thus, the preparation of its teachers.

Part of the AC controversy stems from a iack of clarity of which kind of AC 1s under
discussion; it's a snibboleth covering state and district training programs rigorous and
weak. The National Center for Education, through Alternat. e Teacher Certification:
A State-by-State Analysis 1996, delineated that eight types of AC may be found
nationwidea:

Ciass A 3 the caiegory reserved for those programs that meet the following
critena:

* The program has been designed for the exphat purpose of attracting talented
; mnchviduals whe already have at least a bachelor’s degree in a field other than
educaton into elementary and <econdary school teaching.

The prograrn 1s not restricted to shorages, secondary grade levels, or subject
areas.
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* The alternative teacher certification programs in these states involve teaching
with a trained mentor. and formal instruction that deals with the theory and
practice of teaching during the school year—and sometimes in the summer
before and/or after.

Class B: Teacher certification routes that have been designed specifically to bring
talented individuals who already have at least a bachelor’s degree into teaching.
These programs involve specially designed mentoring and formal instruction.
However, these states either restrict the program to shortages and/or secondary
grade levels and/or subject areas.

Class C: These routes entail review of academic and professional background,
transcript analysis. They involve spedcially (individually) designed inservice and
course-taking necessary to reach competencies required for certification, if applica-
ble. The state andfor local school district have major responsibility for program design.

Class D: These routes entail review of academic and professional background,
transcript analysis. They involve speciaily (individually) designed inservice and
course-taking necessary to reach competencies required for certification, if applica-
ble. An institution of higher education has major responsibility for program design.

Class E: These post-baccalaureate programs are based at an institution of higher
education.

Class F: These programs are basically emergency routes. The prospective
teacher is issued some type of emergency certificate or waiver which allows the
individual to teach, usually without any on-site support or supervision, while taking
the traditional teacher education courses requisite for full certification.

Class G: Programs in this class are for persons who have very few requirements
left to fulfill before becoming certified through the traditionally approved college
teacher education program route, e.g.. persons certified in one state moving to

another; persons certified in one endorsement area seeking to become certified
mn another.

Class H: This class includes those routes that enable a person who has some
"speaial” qualifications, such as a well-knowri author or Nobel Prize winner, to
teach certain subjects.

Class I: These states reported in 1995 that they were not implementing

alternatives to the approved coliege teacher education program route for
licensing teachers.3

Complicating th:s arrangement even more is that some states and districts may have
any combination of programs while others may choose to implement just one. All
fifty states aliow for some form of AC. although several have declined implementation

The Thomas B. Fordham Foundation * 217

2 b)
™
P



Michael Kwiatkowski

at this point. Appendix A details the various state programs offering

alternative certification. Those who leave

States electing to implement alternative certification have, on average, their present
two of the eight programs. Georgia has the most with six AC pro-
grams; followed by New Hampshire with five; California and New
York with four; seven states have chosen three programs; fifteen

position and

seek teaching

states went with two programs; and twenty-two states decided on through alterna-
just one program. The most popular license is Class F (emergency tive certification
routes) with fifteen states including it in their options. Class A and Class
D have each been selected by thirteen states. Class C 1s included in
twelve states; Class B and Class G are each included in eleven states;
and Class E and Class H are each included in eight states. Of the nine- a negative
ty-plus plus AC programs found nationwide, each one may be given situation, but
numerous working titles at the state. county, and district levels. The
research dilemmas become apparent when one s faced with a single
label that covers a multitude of varieties.

do so not as a

repulsion froni

as a positive
attraction to

something they

If You Build It, Will They Come? consider to be a

Yes, and many of them bring the gifts of maturity and experience. more worthy

: . . occupation.
Before looking at who is atiracted to alternative certification, one

needs to become familiar with the extensive research into career
changers just prior to opting for the educational switch; they form the pool of appli-
cants. Traci Bhiss' 1990 study of Connecticut's AC program delineated four categories
of would-be teachers.

Career Explorers — approximately 25 percent of the total group, these range in age
from their mid-20s to early 30s and have spent some years in one or more pro-
fessions such as law, journalism, marketing, research, computer programming,
mnsurance adjustment. acting, and social services.

Career Changers - constituting 20 percent of the group. these are generally in
their mid-30s to late 40s, have had a long-standing and successful career, and now
wish 10 make a change. This group includes anthropologists, a graphic designer,
symphony concuctor. university vice-president, and news magazine editor.

Second- Career Indniduais - composing |5 percent of the class, these have retired
from their original careers and include several research scientists and corporate
executives, a judge. nuclear submarine commander. and foreign service diplomat.

Educators - appreximately 40 percent of the class and the largest category within
the program, this group consists of committed teachers who are rot yet certified
1o teacn i Connecucut pubhic schools --long-term substitutes. independent schoo!
reachers, and a nandful of college professors and instructors.
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Of course, Connecticut is considered unique in its program goals. Not faced with
immediate teacher shortages, it chose 1o use AC as a means to further refine and
heighten its teacher preparation standards. Not all AC recruitment may be as pros-
perous in the choice of applicants.

Similarly, the work of Crow, Levine, and Nager, using New York teacher applicants,
differentiated among Homecomers—where entering teaching resembled a psychologi-
cal homecoming; teaching was a dream come true. “They believe their earlier plans
10 teach were thwarted by negative parentai and societal attitudes, market forces,
and/or financial obligations.” The Converted—those who did not consider teaching
until some crucial event caused them to reconsider professional plans. Finally, there
were The Unconverted—while having no previous direct interest in teaching, they
were loosely coupled to the schools because of their interest in educational reform.

Additionally, Stevens and Dial reported on a study by Kanchier and Unruh in which
“Changers indicated that the greatest constraint in their former positions was lack of
challenge, achievement, and use of skiils and ideas. The prime reasons changers left
the corporation were greater autonomy, disillusionment with the corporation’s per-
sonnel policies, greater achievement, better fit of values and work, more challenge.
and more meaningful work."®

However, it would be an unwarranted assumption to simply believe career changers
generally pack “dissatisfaction” into their baggage wherever they go. Kerr noted the
research of Fountain which concluded that those who came to teaching as a career
change expressed greater satisfaction than those who had worked only as teachers.”
Lutz and Hutton found that when comparing career changers entering AC to tradi-
tonally trained new teachers, the career changers chose the following at a statistically
significant higher level:®

* Teaching provides a sense of personal achievement and satisfaction.
* | was encouraged by persons | respect tc enter this field.

* Teaching provides an opportunity to help the less fortunate.

* Teaching makes better use of my abilities than other careers.

» | felt successful in my first career.

Based on the above information. one could conclude that those who leave their pre-
sent posit:on and seek teaching through alternative certification do so not as a repul-
sion from a negative situation, but as a positive attraction to something they consider
to be a more worthy occupation. It 1s not so much leaving the bad as it is going to a
"bigger good.” As Boser and Wiley found in their evaluation of a Tennessee AC oro-
gram, “The program did achieve iis original objectives by providing an accelerated
program that attracted individuals from the target group of academically tatented
persons."? But just who is this “target group™?
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To begin with, if the target is talent, then the target range is huge. “"There were
15,358 school districts delivering education to 41,223,804 students in 80,395 regular
elementary and secondary schools in the United States in school year 1990-91.10
However, within this enormous national stage, "By its very nature, an

alternative program will attract a different population of participants Several studres

than traditional programs.”!! In effect, one is looking for candidates h t

. ave Deeh
from a broader pool, compared to the conventional market of educa-
tors in gereral. _ extroenicy

. . . . Mot
Academic and popular literature abounds with the glaring difference f

in the numbers of minority teachers compared with the number of show ity
minority students. It 1s often argued that minority students need a SUCCess of
diverse teacher staff. especially teachers of racial and ethnic minorities alter ot

as role models, to enhance their academic performance. Martin

Haberman succinctly states the case, “The disparity between increasing certif-caten
enroliment of Hispanic and Black children and the dwindling number In attractor;
of minority teachers, even where traditional certification regulations new and andes

are crcumvented, portends a worsening of the problem throughout
the urban school districts.”!2 “Nationally, state education data show
that 9% of teachers and 26% of students are minorities.”!3 And the
gap between percentages is expected to widen. Smith indicated that
projections of the teaching force into the Year 2000 yielded 5 percent minority
teachers compared to a possible 33 percent minority student population.'4 Stoddart
noted that for the fast twenty years traditional approaches to teacher recruitment
have been unable to abate this disparity.!> But alternative certification may show
promise In this regard.

r(-prvs#-mttw’f

talent

Since AC is a relatively new reincarnation, broad and comprehensive research is
often sparse. However, several studies have been extremely important in showing
the success of alternative certification in attracting new and under-represented talent.
Houston, Marshall, and McDavid, in evaluating the AC program vis-g-vis the tradition-
al certification (TC) program at the Houston !ndependent School Gistrict, found
significant percentage differences among participants in the two programs—more

olc r. males. and minorites. as shown below: 6

Factor AC Program TC Program
Males 24% 6% 1
30-40 year age 4% 14% !
African American 29% 13% !
H:spanic 2294 19%

. Anglo 48% 67%

]
. . . 1
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Minonity participation :n AC resulted in statistically significant changes in the new
teacher cohort (p=.002). Expanding to the state level, Texas now certifies over 16
percent of its new teachers through the AC program.!” Alternative certification is
now the primary means of attracting minority professionals into teaching.'8 While

91 percent of the Texas public school teachers are Anglc, 43 percent of the teachers
entering through the state’s alterriat've programs are minority. 19 Additionally, “In
Texas, alternative certification interns have higher pass rates on certification tests than
do traditionai education graduates. Minorities have markedly higher pass rates than
minorities who are initially certified through regular channels.”20

Similar to the Houston group, Trish Stoddart comprehensively reviewed alternative
certification for the Los Angeles Unified School District (LAUSD). From 1985 to
1935, Calfornia’s student population increased by 900,000 resulting in a need of
approximately 90,000 to 190,000 new teachers. Schools in metropolitan Los Angeles
add about 14,000 students per year. In 1985, approximately 45 percent of all new
teachers hired by LAUSD were on emergency credentials. In other words, this
Mother Hubbard-esque dilemma brought severe pressure on changing the way
business was traditionally conducted. Since the implementation of its AC program
in 1984, LAUSD trains approximately 96 percent of all the alternatively certified
teachers in California; approximately 300 candidates a year, or about the entering
class cohort size of a Califorr+1 State University teacher education program.?!

Stoddart has found a fairly uniform picture of AC success in LAUSD. Citing state
studies, she found that "In 1984, 775 students graduated nationally with a degree in
mathematics education, !03 from California institutions. in the same year, LAUSD
began training 30 new math teachers, about 4% of the national figure and 6% of
the California figure. Also in 1984, 702 science education majors graduated nationally.
91 from California institutions. In 1984-1985, LAUSD began training 64 new sci-
ence teachers or approximately 9% of national production and 34% of California
production.”22 Continuing, Stoddart concluded that. “These figures suggest that dis-
trict-run alternative certification programs can recruit candidates in high demand sub-
ject areas to teach in hard-to-staff urban schools, and they reduce the need to hire
teachers on emergency credentials."23

Besides the ability of LAUSD's AC program to attract difficult-to-fill subjec:-matter
positions, it does an equally admirable job of attracting minority teachers. Ina 1987
cohort hirng assessment Stoddart found: 24

¢ Minorty English teachers: 33.3% through AC: 0% (zero) TC.
* Minority mathematics teachers: 36.1% through AC; 9.0% TC.
In an earier study, Stoddart noted that:

Tne LAUSD intern program (AC) was recruiting minority teachers at a much
hgher rate than the percentage recrurted through traditional university routes.
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Over the 6 years since the program'’s inception, almest one-third (307 out of

1 100), of the teachers recruited through the intern program have been from
minority groups-—12% were Hispanic, 9% Black, 6% As:an. It could be argued
that this comparatively high recruitment rate for mincrities is a function of
Calfornia’s ethnic diversity. The LAUSD Intern Program. however, recruits
minorities at a much higher rate than the Calfornia State University System
(CSU). The most recent figures from CSU show that in 1986- 1987 about
13% of teachers recommended for credentialling from the institution were
from mirority groups (compared to LAUSD's 33%).2°

Caution must be exercised before leaping 1o a conclusion, especially when based or
just two cases of extraordinary success, but optimism is justified. New jersey’s
success In expanding its hiring pool through alternative certification, especially its
ability to increase minority teacher representation from 9 percent to 20 percent is
documented in studies by Ferstritzer and Chester and Natriello and Zumwalt.26
Continued investigations have yielded similar resdits in other areas:

27
* Transitioning military personnel into teaching
* Hning for specific content and curniculum?8
* Attracting teachers in bilingual educaticn??

* Hiring more vocational education, mathematics, and science

30
teachers AC programs,
* Increasing special education teachers3' in comparison.

to TC pmférams.

In a comprehensive study of recruiting teachers through AC, the
RAND Corporation concluded that: have attracted

: roportionatel
These nontraditional programs also appear 1o be attracting substan- prop y

ually more minority candidates than are other teacher preparation more males.
programs. Overall, 20% of the nontradiional recruits are minority
group members (compared to) only 9% of all candidates newly
qualfied to teach

persons over 25,
nunorities, and

persons who

Wheirer due 1o 1ocaton, finarcal ad, or active recruitment. these A

‘ have majored

programs appear to be successful at recruting minority candi-

3 in college ma

dates.*? in college

. science, and

However, concerning hard to-fill subject-matter specialties, the same

repert cautioned that "Those recruits who do come from a scientific foreign languages.

working backgrounc are more likely to come from the lower paying

technical, support, ana serv <e felds than they are frcm the professional and manage-
nat fields. Those comng from nonscience fielgs are also drawn disproportionately
‘rom jobs in the lower salary ranges.”3? "Niontradiona! teacher preparation pro-
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\

might not

While alternative

certification

be able to

many forces

grams cannot fully overcome other atiributes of teaching that make recruitment and
retention of teachers difficult.”34

Hawley's work echoed the above sentiments about minority and subject matter
specialty teachers. He too concluded that "Attracting candidates to areas of teacher
shortages through AC does not alter most of the conditions which contribute to the
shortages—such as low salaries, poor working conditions, and status of teaching as a
profession. Thus, it can be expected that the demand for teachers i certain urban
and rural areas, mathematics, some sciences, special education, and
bitingual education wili continue to exceed the 5upp|y."35

Onre possible factor working against AC recruiting efforts 1s the cost.
Hawley found that it costs about 75 percent more to prepare a
teacher in a well-designed AC program compared to a TC program.
Intensive training like alternative certfication does not come cheaply.3®

ameliorate the McKibbin cited data indicating that the LAUSD AC program costs

approximately $1,300 per year for each intern (in 1988 dollars).>’
Guyton, Fox, and Sisk found that an AC program in Georgia spent

that drive over $11,000 per candidate, but this inciuded food and housing subsi-
teachers out of dies.38 Texas' AC program has training costs, which average about
the profession $3,400 per intern per year, deducted from the interns' salaries.?

AC teachers In education, as in most other occupations, 1t 1s not surprising that
tend to persist in even an expeditious approach like AC cannot do everything and do

greater numbers,

it cheaply. It is a complex and multi-faceted world calling for diverse
and creative approaches to solve real-world problems; in other
words-trade offs. Be that as it may, Hawley still conciuded that "AC
programs, in comparison to TC programs, have attracted proportionately more
males, persons over 25, minorities, and persons who have majored in college math,
science, and foreign languages.”*0

After They Enter, Will They Stay?
Yes, and their persistence could well make the program cost-effective.

Few studies have evoked more controversy than Schlechty and Vance's study of
teacher preparation and retention.*' Their critics have come and gone. while their
work remains seminal to the field of education. The conclusion that an estimated 40
to 50 percent of first-year teachers will not be teaching in seven years indicates that
veting with feet is still poputar—teaching 1s too often too damn tough, regardiess of
the public fantasies about vacations, hours, and blithe spirits.

Persistence rates are obvicusly important to any trairing program, but maybe not real
important. If they were real important, then tradional certification would have ‘o!dec
long ago. After all, following years of costiy college training anc district orientation
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expenses, what other profession aside from education would risk abandoning so
many of its future generations?

While alternative certification might not be able to ameliorate the many forces that
drive teachers out of the profession, AC teachers tend to persist in greater numbers.
Adams and Dral, using a population of 2,452 Anglo, African Americar, and Hispanic
first-year teachers, examined the characteristics of those leaving a large urban district:

The risk of leaving the district for women was approximately 37% greater than
the risk of leaving for men. Teachers who began their teaching careers before
theywere 40 years of age were 43% more likely to leave the district than
teachers who began their teaching careers at 40 or older. Whites were nearly
four times as likely to leave the district as Blacks. Whites were 57% more like-
fy to leave the district than Hispanics. Teachers with only a bachelor’s degree
were 68% more likely to leave the district than teachers with a graduate
degree. Traditionally certified teachers were approximately {9% more likely to
leave the district than alternatively certified teachers:2

McKibbin found that :n the LAUSD., the annual drop out rate from teaching for AC
teacher interns was 20 percent compared to 40 percent for TC first-year teachers
during the same period.*3 Not only did more stay in teaching, but 91 percent of the
AC interns elected to return to that particular district the next year.
Stoddart found only a 9 percent attrition rate for AC teachers during
the first two years. “The program also has a good retention rate for
minority teachers. Of the 307 minority interns recruited by the district,
266 are still teaching in LAUSD—an overall retention rate of 87% afternative
compared to 74% for white interns.”** Again, AC's retention advan- certification
tage seems to be built into its targeted demographics.

Persons going

through

programs are

A RAND Corporation study also found encouraging numbers for AC much more
persistence. Seventy-five percent of the alternative certified teachers
were still teaching two years after program completion, compared to
just 60 percent of the conventionally certified.*> However, in a Dallas .
study. only 40 percent of the AC interns said they planned to stay in inner cities.
teaching, compared to 72 percent of traditionally tratned recruits, 6
But it makes a difference which AC candidates one asks. Of the group of AC partici-
pants, the new candidates were least likely to say they planned to stay in teaching

while the mid-career recruits working on a master’s degree were most likely planning
10 stay in teaching.4”

interested in

working in

In concluding this section. a brief return to Schlechty and Vance 1s in order. While
their teacher selection and retention study 1s perhaps best known for bringing a
number of educational iis to the light of day. less well known is their entreaty that
"Responsibility for the professional training of teachers shculd be divorced from
institutions of higher education, and teacher education should once again be placed
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where it in fact occurs—in the public schools.”#8 Perhaps this message of fifteen
years ago contributed to the current trend of collaborative field-based teacher
preparation n a growing number of states.

Alternative Certification and the Urban Setting

Thus far, alternative certification looks extremely promising in attracting a talented
new poo! of future educators who are more diverse and persistent in their teaching
career. However, one of the requirements in contemporary education is to translate
this nontraditional certification approach into increasing the number of teachers for
urban or special settings. The front page of virtually every newspaper acress the
country has documented the many challenges facing our urban educational settings.
Does AC better prepare new teachers to assume the responsibilities of this demand-
ing milieu? The work of Emily Feistritzer found several insights.

Large urban areas of the country have also experienced greater difficulty in
attracting traditional teacher education graduates. Data collected by the
American Association for Colleges of Teacher Education show that only 4% of
undergraduate students studying to be teachers want to teach in inner cities.

However, data show persons going through alternative certification programs
are much more interested in working in inner cities. A survey conducted by
NCE! in 1990 showed that a third of alternate-route teachers, compared with
12% of persons who had entered teaching through traditional routes, said they
were willing to teach in a large inner city if the demand for teachers was great.
An additional 21% of alternative-route teachers said “maybe” they would teach
in a large inner city. More than one fourth of all public schocl teachers, 77% of
returning teachers, and 67% of new hires said "no.” More than half of aiter-
nate-route teachers said they would be willing to teach in a medium inner city.
This compared with one third of traditional-route teachers. Half of alternate-
route teachers in both Texas and New Jersey are teaching in inner cities.*?

One possible explanation for this difference in attitude is that AC teachers are more
likely to have experienced their own urban education growing up. Natrello and
Zumwalt found that AC elementary teachers were more likely to have lived in an
urban community (22.7 percent) than TC teachers (13.6 percent).>9 AC English
teachers were more likely to have come from urban schools (16.6 percent) com-
pared to traditionally trained English teachers (| 1.} percent). Additionally, AC mathe-
matics teachers were also more likely to have lived in an urban area (16.7 percent)
compared to college-trained mathematics teachers (6.7 percent). Haberman succinct-
ly noted that “most teacher education graduates refuse to work in urban schools. "'
Then again, most are unfamiliar with these difficult settings.

The power of "lived experience” is a strong attractant to staff urban settings. Simply
atiending a large aty's university-based teacher training program i1s rot potent enough
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to ercourage candidates to remain in Ciy schools. "Mast future teach-

3

ars wno completa teacher educaticn programs sn matrepolitan univer-  § 'AC‘ teachers

sities bahave like their counternarts in nonmetropaclitan universities.
- " . ; - “Ad hgne:
They seek and obtair: positionz in small towns and suburbs while };ht, i

trying 10 remann as clese to heme as possi’ole."s2 expegtations ,

Stoddart's work with LAUSD may well set the conclusions in s.one:
70 percent of the AC interns grew up and attended scheol in a city ; and_minority
compared to only 22 percent of teacher education students.>3 ' n
Additionally, 70 percent of the AC interns, compared to oniy |5 per-
cent of TC interns, said that they would prefer to teach in an urban
school. Preference 1s one thing; effectively working with students is quite another.
How do the two groups view their big-city students? Does prior location of early
education experiences shape present teaching attitude?

S8 tow income
AR

istudents.

Ninety-five percent of elementary (AC) interns, 95% of secondary English
(AC) interrs, and 819% of secondary mathematics (AC) interns believe that low
income and minority students are capable of learning higher order concepts in
the subject areas they teach. In contrast, only 76% of elementary (TC) teacher
education candidates. 70% of English (TC) teacher education candidates, and
60% of mathematics {TC) teacher education candidates held the same expec-
tations. At least one third of the traditional teacher education candidates
believed these students should be only taught basic skills in reading, writing
and grammar, and arithmetic,>*

Stoddart proceeded to cite research indicating that AC teachers not only held higher
expectations for low-income and minority students but also attempted to develop
curriculum and nstructional techniques responsive to the needs of diverse learners.
Their approaches to teaching were often based as learners, on prior life-skills, and
previous work experience.

The alternative route candidates are also more likely to hold high expectations
for low-income and minnrity students than the teacher education graduates
and to take more responsibility for students' academic success or failure.

The university-certified novice teachers found it difficult to relate to students
who were different from themselves. They emphasized the difference
between themselves and the low-income and minority students they were
teaching. Most held a “cultural defiat™ perspective on student achievement

ang believed that ther poor and minority student’s lack of enriching life experi-
ences made 1 difficult for them to function as autonomous learners or under-
stand higher-order concepts.”?

However. given the multitude of problems associated with urban schools, AC must
not be seen as a panacea for years of negiect and discrimination. Stoddart’s conclu-
sions included serious doubt if a single AC program could do anything to heip

226 < BETTER TEACHERS, BETTER SCHOOLS

NN



Debating Alternative Teacher Ceruficavon: A Trial by Achievement

mprove instructicn for at-nisk students. This doubt 1s very healthy. Giver the state of
contemperary urban schoois. even the best AC program may only be a ycung gallant
David without a sing.

The Many Challenges of AC Research

When discussing an educationa! evaiuaton of alternatve certficat.on, since the field

is sO new. one actually soends most of the conversation asscussing the state of AC
research. Evaiuat.on imphes a soiid grounding i definition and dependent vanables:
cne knows wnat 0 lock for and how tc :nterpret 1. The introductary section of this
~eport delineated eight aiferent types of AC. Knowing that states could implement
any and all makes tracking AC effectiveness aimost impossible. at least for now. With
rare exceptor, the AC stud-es included in this report, or appearing elsewhere, never
cefined which k.nd of AC program was under consideraton. Remember, the AC prc-
grams pefcre us are 'ust i the 'nfancy. and ke with any infant, one spends mest of
e tme feeding and changing them. However, some preiiminary observations are
oeng made.

Frrst. the cavears. While most states have some form of a working aiternatve certifi-
canor program, ittie research, especially data-based studies. has been published on
the topic. "What 1s missing are reports of studies that provide analyses of actual data
which support or refute a contention about possible outcomes cf alternative certifica-
ton. Of the few which have coilected and analyzed data. the generalizability of the
studies has been mited because the available samples were limited.”>® Boser and
Wiiey noted that measuring the success of teacher preparation programs is difficult
at best; "until vald measures of teaching performance become accepted, 1t 1s not
possible to make quanttative comparisons between teachers from different prepara-
tion programs.”’ Often, studies do not compare teacher training programs within
the same district, choosing instead to compare in-distrnict teachers with state or
national samples.?® Additionally. the previously discussed array of AC definitions
makes it difficult to compare alternative certification to other forms of licensure.>?
This problem s not unique to a ccmparison of AC and TC programs, but 1s repre-
sentative of the general state of educational research.% Trish Stoddart encapsulated
the necessary research vigilance: "findings indicate the need for caut:on in making
generalizations about either form of teacher preparation; they demonstrate the
importance of comparative research which looks at the influence of type of teacher
preparation, level of schooling. teaching assignment, social and geographical context.
and ndwvidual biography on learning to teach."®'

Yet there 1s no shortage of suggesuons in how to conduct rnigorous evaluations.
Alterrative certficaton researchers call for investigations that tie outcomes to specific
processes;®4 measuring outcomes against stated goals or comparing success on clear-
ly stated criteria:®3 and nstituting longitudinal protocols 64 Examination of alternative
certfication 15 often a stucy in contrasts: some educators prefer 10 freely editoralize
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that the impact of AC 1s unfavorable 8> while others are the very medel of rigor and
intelligence.5®

Evaluation research into program effect veness may even seem contradictory when
done thoroughly. Evaluation of the aiternative certification program in New lersey
is illustrative. Natriello and Zumwalt essentially gave it a favorable evaluation in
achieving several recruitment goals:®” in contrast, Smith was highly crit-
ical of its management, organization, and teacher effectiveness. %8

"The alternative

Determining the effectiveness of the New Jersey program was increas-
ingly complicated when researchers reported that “despite extraordi-
nary efforts by the state of New Jersey to recrutt AC candidates with were as

strong academic credentials, the candidates actually selected by school instructionally
systems, on average, were from the middle range of the academic
qualification of those in the selection pool rather than from the top
one-third or one-fourth of the candidates."¢”

route teachers

effective as
therr umversity-
educated
Despite the incipient and problematic characteristics of AC/TC evalua-
tions, interesting research is surfacing. Stoddart found that there were
no significant differences between the AC/TC groups in LAUSD. “The
researchers concluded that the alternative route teachers, as a group, were as
instructionally effective as their university-educated counterparts.”’? McKibbin came
to a similar conclusion.”! Adelman, Bogart, and Michie found that AC programs were
producing teachers more skilled than their TC colleagues.”? Rodman found that AC
participants scored higher on the National Teachers Fxamination than TC
participants.’3

counterparts.

A Connecticut AC evaluaucn found that:

(Eighty-eight percent) of supervisors felt that Alternate Route teachers were
stronger than other beginning teacrers «n personal qualities; they described the
Alternate Route teachers as mature. hard-working, committed to teaching, will-
Ing to improve. willing to be active in all school activities, conscientious. having
self-esteem, caring, creative, flexible and enthusiastic. Supeivisors' overall reac-
tion to these new teachers was exiremely positive. Ali but three respondents
{94 percent) indicated the' woud gladly renire their particular [Alternate Route
reacher].”* :

Lutz and Hutten uncovered a sindar thread in the Dallas AC program. AC teachers
sigrificantly cutperformed TC teachers on teacher advisor ratings and o a number

of other indicators leading *he researchers to conclude that the "p-ogram did indeed
provide (Dallas) wiih Guality t2achers."”?

A callecticn of research investigations found that winile net necessanly better, alterna-
tive certficaticn teachers were at least equally effective compared 1o tracitonally

trained teachers.’® Interestingly wher poolng a large hst of vanables for use in step-
wise regresson and discriminare function anziyses, Lutz and Hutton found no sign.fi-
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cant predictors of AC intern success entered into the equations.’’ The way ahead
lies essentially uncharted, inviting much continued exploration. "Too little program
evaluation is underway."’8

A subset of program evaluation pertains to student achievement, perhaps the htmus
test of any program’s true worthiness. While this is an extremely important pursust,
little information is being generated. Darling-Hammond, in trying to compare “alter-
nate route candidates” with “trained teachers” found student achievement gains

were significantly lower for the AC candidates.” (Of course!) Cornett found that the
students of AC teachers in her study scored as well on achievement tests as those
students taught by traditionally trained teachers.80 Hawley summarizes the student
achievement dilemma: "How effective are TC teachers, in comparison to AC teach-
ers, in facilitating student learning? The research on AC programs does not provide
good evidence on this question. Studies which rate the performance of AC and

TC teachers tend to show little difference in ratings and there is little research on
whether the students of AC and TC teachers achieve at different levels."8! Where
can one turn to for direction on these matters? Perhaps Lutz and Hutton provide
some harmony in the cacophony of AC research through the “Characteristics of a
Good Program” section of their research report.82 Ultimately, it may
not matter which alternative program is implemented as much as how
the program is integrated into the district. Their work invites unanimity
in establishing best practice principles through which evaluative
research may take place.

Carefully
designed
alternative

certificaiio:

programs offer The Numbers Are Foreboding

a way to deal Before proceeding further, it is necessary to clear up some loose ends,
i.e., issues related to school conditions as a learning workplace and

the supply of teachers in the market. Fetler provided a case-in-point—
California: 232,000 teachers were employed in 1996.83 However, by
2005 an estimated 300,000 will be needed, an increase of 29 percent,
to offset an expected |8 percent increase in students. Reasons for this
projected ncreased teacher need include not just continued public
school enrollment growth but an accelerated effort to reduce class size
through state Iegvslation.e"1 Some school districts must use emergency
credentialing when faced with a teacher shortage. Emergency creden-
tialing means that the teacher s allowed to work even with little or no traring and
often with scant, if any, supervision. Does alternative certification mean an end to the
dreaded emergency credentialling practice found in some school districts? While stud-
ies on this issue are emerging. a certain amount of logical speculation may fead to an
informed answer at this juncture—probably yes and no. Nationally, approximately |
percent of working teachers have emergency credentials.8% But national figures are
irrelevant to the argument because emergency credentialing is often a local issue,
where pockets of under-staffed schools repeatedly seek immediate relief. it 1s not

with teacher
shortages that
IS superior to

the grantiriy

of emergency

~certificates.
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that we need just more teachers—we need more teachers HERE! and THERE!
Alternative certification does get districts moving in the right direction.

Carefully designed alternative certification programs offer a way to deal with
teacher shortages that are superior to the granting of emergency certificates;
alternative certification offers a career path into teaching for the academically
qualified person who seeks a teaching position but lacks the means or oppor-
tunity for a period of sustained professional training. Alternative certification
relieves some of the political pressure built up by the demand for choice and
for a deregulated economy.86

Unfbrtunately. as Darling-Hammond noted in a review of pertinent research, the
number of needed emergency credentials far surpasses the total output of AC pro-
grams both nationally and by state.87 Even n cities that produce and use AC teachers
in record number, the number of hired emergency teachers is still greater; "districts
do not have the resources” including the financial resources cited earlier in this
report.88 For instance, in the fall of 1986, 2.200 teachers were hired in LAUSD. 60
percent of whom received emergency certificates, with no professional training.8
This is where education numbers make for a precarious weird science. In California,
if districts needed to reduce the average class size by just one student, an additional
10,000 teachers would be needed (along with $400 miilion).?? Therefore, a few
thoughts must be devoted to looking at the teacher employment picture.

One does nct have to be a Nobel Prize winner to understand that the teacher job
market 1s punctuated by cycles of high and low surplus. The future existence and
amplitude of these cycles is hotly debated.”' One of the clearest explications of the
issues is found in Charles Kerchner's “Shortages and Gluts of Public School Teachers:
There Must Be a Policy Problem Here Somewhere "2 Historically, at least prior to
alternative certification, districts or states could increase teacher applications not by
raising salaries but by lowering standards. "A teacher shortage is measured by lack of
credentialed applicants rather than the lack of highly qualified persons”?3

The more manipulable incentives to enter teaching have to do with salary and
structuring the quality of teacher work Iife (emphasis added). Both involve
money, but it is difficult to foresee a market response in which wages will

increase salar:es rapidly enough to attract those who have other professional
labor market options, 2

The twin issues of salary and working conditions have led to a problematic transfor-
mation in education: some observers claim that those who historically went into
teaching, those who wanted to live on teaching wages and work in bureaucratic and
deteriorating schocls, have tended to be some of the least academically talented and
the most poorly prepared 9 Of course. many disagree with this contention,?® while
others have noted that teacher candidate curriculum s a host of irrelevant contrac-
tons which get quickly "washed out” by actual teaching experience.’
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Extending this supply and demand discussion is well beyond the intent of this report,
except for how it depletes the strength of alternative certification programs in attract-
ing minority applicants and urban teacher candidates.?® There is a very strong under-
tow working against the promises of AC. “Most minorities in the university are pursu-
ing degrees in business. engineering, and social science”9? leaving behind teaching
and instead “choosing other jobs which offer better pay, more opportunities for
advancement, and better work conditions.” 00

Teacher salary has often been a point-for heated debate; “More money would bring
better candidates currently going to more lucrative positions” goes the argument.
O.K. Assume that we raise teacher wages by $10.000. making them roughly compa-
rable to police officers. "Allan Odden points out that to raise ‘the average salary of
all 2.1 million United States teachers by $10,000, to make teaching more financially
competitive with other jobs that require equivalent training, would cost more than
$20 billion." This comes to more than $500 per pupil” !0t political suicide for policy
makers.

Haberman offers numerous ways to attract more minority teachers, though his

points apply to all applicants. His suggestions include increasing salaries, raising the
status of classroom teachers. empowering teachers, and working much more closely
with talented students in community colleges, among others. But one suggestion
echoes the research cited earlier about AC teachers in urban settings: “If we are truly
committed to increasing the number of minority teachers, then improving the quality
of preschool, elementary, and secondary schools in urban areas is the key, since most
future minority teachers attend urban schools."!%2 In a more systems-theory orienta-
tion to increase minority teachers, the “Stilwell Approach” delineates eight program-

matic steps with fifty-two directly identifiabie and accountable district and school-site
activities. 03

Gordon noted that “people of color do not choose teaching as a career because
incentives such as salary, prestige, and social mobility are low relative to alternative
careers now available;” “a problem not solvable in the present social conditions."'04
Gordon's qualitative research with 140 teachers found numerous reascns why
minorities do not select a teaching career; most salient here are low status, low pay,
negative image, and bad schools. It is not just would-be-teachers rejecting education,
but their sources of support, especially family and friends, are discouraging the choice
for exactly the same reasons. If most of one’s world says no—then even a gold-plat-
ed red-carpeted AC program stands little chance of significantly increasing minority
enroliment, subject specialists, and urban teachers. As is so often the case in educa-
tion, the social context supercedes the school context. including employment.

Moving the AC Debate into a Viable Future

The weird science of alternative certification research means working on many fronts
simultaneously; incorporating the data on student achievement; untangling fiscal refa-
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tionships; flipping between micro and macroscopic lenses. But it also
means patience as AC programs produce larger numbers for longitudi- Shifung from
nal studies, and warting as poorly constructed or unsupported pro- debating AC

grams fold.
to researching

The very idea of circumventing traditional educational training is threat- AC could have
ening in some quarters. Alternative certification will definitely have an
impact on many areas of education; not the least of which are colleges
of education. Does this herald a period of creativity and entrepreneur- across ali of
ship at the teacher college level as more districts, college students, and education.
career changers seriously consider training options?

a healthy effect

The age-old debate about whether teaching is a profession, craft, vocation, art, etc.
was carefully avoided in this report. It is practically medieval 1o keep this discourse
alive—-let it die a natural death and get on with something more useful. Untangling
the "can of worms” built into AC nomenclature and chaotic requirements would be
an effective first step in establishing an AC tine of research. Then beyond conceptual
clarification, recent work in the area of educational standards may supply guidance in
AC program construction and evaluation. Shifting from debating AC to researching
AC could have a healthy effect across ail of education. Alternate forms of teacher
preparation encourage educators and schools to think outside the envelope when
confronted with numerous enroliment crises. The introduction of new apprcaches to
teacher induction and training could become a renaissance for the types of rigorous
research needed at all levels of education.

Alternative certification has trouble getting professional respect partly because it has
not become part of a national education agenda. Its successes, if they occur, are a
matter for local school-district celebration. it looks to almost operate in secret.
Alternative certification seems to be an attempt to fashion a modern solution to long
neglected but clearly evident problems. It seems rather doubtful if AC could amelio-
rate the problems that confront so many of our schools; its implementation level
remains the classroom. But if we take what has been done with alternative certifica-
tion over the last decade, could not a parallel program be constructed for alternative-
ly certfied school principals? Career changers may be interested at working at other
levels of school governance besides the classroom. As Schlechty and Vance noted. “It
IS time to accept that the quality of teaching personnel is unlikely to substantially
improve until the quality of managers improves."'05
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Value-Added Assessment:
An Accountability
Revolution

J. E. Stone

Value-added assessment is a statistical tool for gauging how much students gan in
academic achievement n a given year, i.e., how much “vaiue” has been acded to
the youngsters by their schooling. By aggregating pupil gains by school. value-added
assessment can be used to evaluate schools, regardless of differences among entering
students. By aggregating scores by teacher, value-added assessment can be used to
identify which teacher's students are Icarning the most and which teacher’s students
are learning the least. This provides an objective gauge of teacher effectiveness,
replacing traditional modes of identifying good teachers via peer review or paper
credentials. This report explores a new and sophisticated version of value-added
assessment, developed by William Sanders at the University of Tennessee. The author
concludes that value-added assessment is revolutionary because it enables parents,
taxpayers, and policymakers to see how well schools are doing without penalizing
those with many disadvantaged pupils, and 1t enables teachers to be evaluated based
on the most important factor of all: their results.

Introduction

There is widespread agreement that teacher quality is critical to classroom success.
A recent study by William Sanders and june Rivers found substantial differences in
the achievernent gains exhibited by students who have excellent teachers versus
those who have ineffective ones.! The differences were large enough tc shape
decisively the subsequent academic careers of the students in question.

The teachers in the Sanders and Rivers study were all fully licensed, as are most
teachers in public schools. Plainly, however, there were important differences in
their effectiveness, and these differences were due to a variety of factors including
their training, the resources of their school or schnol system, and thewr particular
teaching methodology. Surprisingly, the impact of these factors on student learning
has proven difficult to measure and 15 not well understood.
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For example, there are few clear answers to the question of whether training in ped-
agogical methods prepares teachers to boost student achievement. The quality of
teacher preparation has traditionally been assessed by reviewing inputs:
whether the teacher scored well or poorly on entrance and ficensure Value-added
exams, whether the training program was fully accredited, whether

the teacher had earned a master’s degree, whether the teacher under-
went specialized training for a particular teaching assignment, whether
the teacher’s training included certain courses and field experiences, apprase fairly
whether the program was adequately staffed, and whether the institu- and accurately
tion hosting the program was adequately resourced. All of these indica-
tors are presumed to predict how well a teacher can teach. However,

assessment can

be used to

schooi and system

~ . . o performance
the question of whether “well-prepared " teachers do a superior job
of boesting student achievement has not been unambigrously regardless of
answered by research. differences
Value-added assessment is a statisticai tool that can provide an objec- among entering
tive answer to questions of teacher effectiveness. Techmically, it is a students.

method of education data analysis that summarizes annual gains in
student achievement. Applied to the aggregate scores of students taught by a given
teacher, however, it becomes an indicator of teacher effectiveness—one based not
on traditional input indicators such as training and experience but on demonstrated
results, i.e., student learning. It is a measure of educational effectiveness that promis-
es to revolutionize education.

Value-added assessment's use as an impartial and objective gauge of teacher effective-
ness is not its only virtue, By comparing students’ current achievement to their own
past performance and aggregating learning gains by schocl or school system, value-
added assessment can be used to appraise fairly and accurately school and system
performance regardless of differences among entering students. in fact, it can be

used as an objective performance indicator in judgments about matters ranging from
teacher licensure. tenure, and merit pay to the effectiveness of curricular innovations
and teacher training programs.?

The newest and most sophisticated versior: ¢f value-added assessment was devel-
oped by Sanders at the University of Tennessee.3 It has been used in Tennessee
since the early nineties. A slightly different form of value-added assessment—one that
uses a different type of statistical analysis—has been used since 1984 by the Dallas
(TX) Independent School District.4

In both Tennessee and Texas. value-added assessment 1s currentiy used to assess
school and teacher performance. Instead of judging school or teacher effectiveness
on the basis of measures that may have hittle relationship to results, school board

members, lawmakers, parents, and taxpayers in Dalias and in Tennessee can examine
the results for themselves.
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Compared to

Value-Added Assessment in the Volunteer State

The Sanders and Rivers study examined value-added data drawn from the Tennessee
Value-Added Assessment System (TVAAS). TVAAS is the heart of Tennessee's educa-
tional acccuntability system, and has been in use since the late 1980s. Since 1995, 1t
has been enlarged to produce value-added teacher effectiveness data for review by
principals and other school system personnel.

Tennessee tests all its students annually in grades 3-8 with a customized version of
McGraw-Hill's Terra Nova instrument. Tennessee's testing program s called the
Tennessee Comprehensive Assessment Program (TCAP} and the results are used

tc inform stuaents, parents, and teachers about ‘ndividual pupil achievement. The
Tennessee Value -Added Assessment System (TVAAS) produces annual reports of the
aggregate student achiever-ent gains produced by each Tennessee teacher, school,
and school system. The raports for schooi systems are broken down
by schoo' and grade for each of the five subjects measu-ed by the

other method-
ologies for
computing pupi

achirevement

TCAP exam (math, science, reading, language, and social studies).

TVAAS reports express achievement gains in scale score points and in
the form of comparisons with national, state, and district averages. For
example, twenty-five points is a typical gain in student math achieve-

ment prcduced in fourth grade by Tennessee schools. The average
gain in math produced in fourth grade by schools nationally is twenty-
six points. Therefore, the typical Tennessee school is producing gains
in fourth-grade math equal to 96 percent of the national average. In
fourth-grade science, by contrast, Tennessee schools are producing
gains equal to | 15 percent of the nationa! average.

gains, mixed
model analysis is
more precise and
less vulnerable
to manipulations .
For comparisons on which accountability decisions are made, a three-
year rolling average is used to assure statistical stability. For example,
results. Washington County's Boones Creek Middle School produced a three-
year average gain (! 993-95) of sixty-five scale score points in language
arts for grades 5-8. The national average gain in language arts for grades 5-8 s fifty

points. Thus, Boones Creek Middle school produced gains equivalent to 130 percent
of the national average language arts gains.

that can distort

The TVAAS reports for individual teachers aggregate the gains earned by all students
for which a teacher was responsible and compare them to national, state, and local
averages. Instead of stating teacher performance as a percentage of the various
benchmark averages. teacher averages are classified as “above the norm.” "below
the norm.” or “not detectably different” from the norm. An example of a TVAAS
“Teacher Report” i1s provided in Appendix 1.

The statistical analysis employed in Tennessee's value-added assessment 1s an
advanced form of “analysis of variance” known as Henderson's "mixed model.” It is
described in “The Tennessee Value Added Assessment System” by Sanders, Saxton,
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and Horn and in several other sources.’ It produces a “best finear unbiased estimate”
of the influence on annual student achievement gains attributable to teachers,
schools, and school systems.®

Compared to other methodologies for computing pupil achievement gains, mixed
model analysis is more precise and less vulnerabie 1o manipulations that can distort
results. For example, the hierarchical linear regression analysis used in Dallas, TX
can exaggerate the differences attributable to a factor such as funding and corre-
spondingly underestimate the differences atiributab'e to teaching effectiveness if a

variable such as per-pupil spending is prematurely entered into the statistical adjust-
ment of student gains.

Preconditions

Value-added assessment is statistically robust but the vandity of its results depends

on certain preconditions. At a minimum, it requires annual testing of students in all
grades with a reliatle and valid achievement test. Portforic assessment and other
forms of assessment that lack reliability and objectivity will not suffice. Neither will
standardized-achievement tests that have been revised to enhance their marketability
to educators at the expense of diminished academic content. No amount of analysis
can transform the substance and meaning of fundamentally flawed data. Perhaps this
limitation is bast expressed in the statistician’'s time-honored adage "Garbage in,
garbage out.”

Yet nothing in the use of value-added assessment preciudes teachers from also using
portfolios or any other form of assessment they favor. Most educaters believe that
schiooling should serve aims beyond those that can be measured by achievement
tests, and so they prefer a variety of assessments. Parents and the public are not nec-
essarily opposed to these broader aims, but they do disagree with the vast majority
of educators about priorities. Whereas educators typically view measured academic
achievement as only one outcome among many, parents, taxpayers, and policymak-
ers view it as the indispensable core of student (and teacher) results. No matter what
other benefits good schooling may produce, those who fund schools and enroll their
children in them will not be satisfied if the gains shown on objectively measured aca-
demic achievement are insufficient. Like an annual audit conducted by an external
auditor, value-added assessment is an objective means whereby the public can see
whether its priorities are being respected and its hopes fulfilled.

In addition to requiring the annual use of a valid and reliable achievement test,
value-added assessment requires that the items used in each test cycle be fresh,
non-redundant, and tied to an underlying scale. The forms used at each grade level
must include a sufficiently wide range of items such that “ceiling” and “floor” effects
are highly unlikely. Also, scores must be reported on a common scale that spans the
range of grades for which the test 1s appropriate.
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The purpose of these requirements is to ensure that the effectiveness of teachers,

schools, and systems is tracked yearly, measured in understandable terms, and nos
artificially limited by the assessment process itself. In particular, the use of fresh test
items insures that the gains calculated from value-added assessment represent stu-

dent progress along the full spectrum of curricular objectives and not
Empirical studies just improvements in the material sampled by the test.

of value added In order to ensure fair assessments of teachers, Tennessee’s value-
assessoicnt hay e added assessment reports include only those pupils who have attended
school for at least |50 days and are not eligible for special education
services. (Special education students are assessed through their own
“individual education plans.") For teachers who have taught a given
remove dofter student for less than a full year, only those students who have been
ences gt the teacher's resporisibility for mare than seventy-five days are count
ed. Teachers whose subjects are not covered by the annual achieve-
ment examinations (e.g.. art and music) are not assessed by value-
added indicators.

demonstrated

that /1t does

students 1odd

thereby feve the

playmg fieid for
teachers, schools, Advantages

and systerns Tennessee's value-added assessment offers six important advantages
when compared to other forms of educational accountability.

I. It expresses teacher, school, and schooi system effectiveness in terms of
increases in achievement over previous performance. Each student is com-
pared to his or fer own record over a period of several years. By contrast,
most present-day ediication accountability systerns assess effectiveness by
comparing current. student achievement to an average or to an arbitrarily
set criterion level. The failure of education accountability systems to consider
gains refative to previoiss achievement can result in misleadingly negative
evaluations for educators who are producing substantial but insufficient gains
with disadvantaged students or rnisleadingly positive evaluations of educators
who are producing mediocre gains with talented and advantaged students.

2. It excludes from the estimates of teacher, school, and school zystem effective-
ness the influence of preexisting differences among students. These include
race, socioeconomic status, previous learning, intelligence, and other factors,
known and unknown, that have influenced previous achievement. In contrast
to ‘regression analysis" approaches, Tennessee's “mixed model” approach
employs statistical “blocking” to remove the contribution of suspected biasing
influences. Blocking has the advantage of removing differences without the

necessity of measuring and computing the magnitude of each of the excluded
factors.
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As counterintuitive as the notion of deleting differences may seem, empirical
studies of value-added assessment have demonstrated that it does remove
differences among students and thereby levels the playing field for teachers,
schools, and systems. Statistical analyses of Tennessee’s value-added scores
have shown no relationship between annual gains and previous achievement,
race, eligibility for free or reduced funch, or any other of a variety of potentially
biasing differences among students.’

Although value-added assessment removes preexisting differences. these are
not the only facters beyond an educator’s control that can infiuence student
gains. Neither mixed-modei analysis nor any other means of education gain
assessment automaticaliy removes the effects that might result from “exoge-
nous” influences arising during the course of the school year. For example,
student iilness or a natural disaster might adversely affect a student's achieve-
ment, just as improvements in family income or the introduction of better
cemmunity health care might contribute positively.

The influence of exogenous variables can and must be considered—especially
as they impact a given school year—and mixed model | methodology is able
to incorporate such considerations. Happily, however, value-added analysis,
properly interpreted, minimizes the need to do so. First, data are averaged
over a period of years (permitting positive and negative influences to counter-
balance each other) and, second, the gains of teachers, schools, and systems
can be compared to the gains of other teachers, schools, and systems that
have been exposed to the same or similar influences.

3. Mixed model value-added assessment 1s able to isolate the achievement effects
produced by an individual teacher so long as students have had that teacher
for at least seventy-five days per semester. As a result, it is possible to assess
teaching effectiveness regardless of whether teaching has been undertaken on a
departmental basis, a team basis, or a traditional self-contained classroom basis.

4. The influence of a given teacher on student gains is expressed in the form of
a "shrunken” or ‘regressed” estimate, i.e., an estimate that guards against an
unfair assessment. In other words, the value-added system takes a very con-
servative approach to assessing teacher impact and thus ensures that those
who are identified as effective or ineffective are deserving of their classification.

5. Value-added assessment using mixed-model methodology makes use of all
student scores despite the fact that some students will have missed tests and
have incomplete data. By contrast, methodologies such as regression analysis
exclude students for whom complete data is lacking and thus typically remove
substantial numbers of students when analyses span four or five years. Because
poorer-performing students are often most apt to muss tests, the exclusion of
such students can substantially inflate achievement gain estimates.
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6. As described above, value-added assessment permits comparisons to national
average gains of all enrolled students and thus provides an understandable
measure of student progress. However, a caveat must be added. Gain scores

Now schools

can produce a
balance sheet
and report an

objective bottom

line that is

depict how well students are progressing beyond their previous skills
and knowledge but do not show how they stand with respect to an
external benchmark of attainment, i.e., a national norm or state criteri-
on referenced standard. For this reason, comparison to national aver-
age gains is not a sufficient basis for judging education outcomes. A
corrplete assessment requires consideration of both value-added per-
formance and performance refererced to an exterral stancard.
Tennessee's value-added reports, for example, are concerned primarily

with average student gains and the comparison of those gains to
national averages. But TVAAS reports also inciude average levels of
achievement and appropriate national norms against which these may
be judged.

understandable
to the nterested

citizen.

An alternative to Tennessee’s reporting system is one in which the
annual learning gains produced by a given teacher, school, or system are com-
pared to the gain necessary to bring students to an externally referenced
benchmark. Although not currently used by any state, such a report would
make it possible to consider both indicators simultaneously.

For example, a school system with a substantial number of disadvantaged
students might need to produce learning gains equal to |10 percent of the
national average annual gains in order to reach national grade leve! standards
by the eighth grade.

Conclusion

Although it employs complex statistics, value-added assessment creates a simple

but enormously important change in the educational landscape. It enables parents,
taxpayers, and education decision-makers to see for themselves whether schools
are working. It does so by greatly simplifying the process of interpreting reports on
school effectiveness. Of course, it also provides a means of assessing teacher quality
and, potentially, of the programs that train teachers.

Value-added assessment holds the promise to revolutionize education. The public
has been flooded with information about school and teacher quality, but making
sense of it has required experts; and most of the experts have been educators who
work for or with the schools. Now schools can produce a balance sheet and report
an objective bottom line that is understandable to the interested citizen. The next
step is to free up the system so that resources and students can flow to the most
effective schools and the best teachers.
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Appendix I: Sampile Value-Added Report

The following sample report summarizes the value-added learning gains of the stu-
dents taught by a single (unnamed) teacher for one year. Under current Tennessee

law, it is sent to the teacher, with copies going to the school principal and the system
superintendent.

The TVAAS reports that are provided to the public and to the media for school and
school system accountability are not shown here.

For each of the five subjects tested by the annual TCAP exam (math, reading, lan-
guage, social studies, and science), the report shows the average gain earned by
students nationally (U.S.A. Norm Gain), the average gain earned by students in the
schooi system (System Gain), the average gain earned by students in Tennessee
(State Mean Gain), and the gain earned by this teacher’s students in each of the

last three years (i.e., 1995, 1996, and 1997). The gains are accompanied by the
standard error of rneasurement associated with each score (in parentheses). For
example, the average gain in reading earned by students nationally was 21, by stu-
dents in Tennessee 20.4, and by students taught by this teacher 24 in 1995, 28.5 in
1996, and 18.7 in 1997. This teacher produced gains greater than the national aver-
age in 1995 and 1996 but less than the national average in [997. A separate row of
scores shows the average gain in each subject for the most recent three years. This
teacher's students gained 23.7 points on average in reading over the last three years.

In the area below the numerical report, the three-year average gains in each subject
are compared with national, state, and systemwide average gains. Differences
between the gains earned by this teacher and relevant averages are designated as
NDD (not detectably different) if they are separated by less than two standard
errors of measurement—a very conservative estimate of difference. Most of the
gains produced by this teacher are marked as NDD; the gains she produced are
within two standard errors of the average gains for the state and the system.

The bar graph at the bottom of the repert displays the relationship of this teacher’s
gains to the same national, state, and system averages.
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1997 TVAAS Teacher Report

Teacher:  XOOOOOXXKKK (000000000) ** TEACHER COPY *#*
System:  XOOOOOKXKKAXKK (000)
School:  XOOOOKKKKKK (000)
Grade: 4

Estimated Mean Gains and (in parenthcses) their Standard Errors

Math Reading Lancsuage Soc. St. Science
USA Norm Gain: 26.0 21.0 11.0 22.0 19.0
~rate Mean Gain: 25.0 20.4 9.3 214 214
1995 Teacher Gain: 22.7 (6.8) 24.0 (3.8) 22.3(4.2) 20.6 (4.9) 28.3 (4.1)
1995 Syster Gan: 12.3(2.9) 22.5(3.4) 19.8(3.0) 27.9(3.8) 27.5(3.1;
1996 Teacher Gain: 333 (4.9) 28.5 (4.0) 284 (3.8) 18.3 (5.8) 26.8 (4.0)
1996 Svstem Gain: 32.6 (3.0 28.6 (3.6) 29.53.2) 17.4(4.0) 28.3(3.3)
1997 Teacher Gain: 15.6 (5.7) 18.7 (4.9) (7.8 (4.9) 17.9 (5.7) 25.6 (4.5)
1997 System Gain: 16.33.1) 19.1 (3.6) 16.0(3.2) 18.1 (4.0) 26.1(3.3)
Teacher 3-Yr-Avg: 23.9 (3.0 23.7 (2.5) 22.8 (2.3) 22.3(3.2) 269 (24)
System 3-Yr-Avg: 20.4 (1.7) 23.4 (2.0 21.8(1.8) 21.1(2.3) 27.3(1.9)
Teacher 3-Year-Average Gain Comparisons
Teacher vs Norm: NDD from  NDD from Above NDD from Above
Norm Norm Norm Norm Norm
Teacher vs. State: NDD from NDD from NDD from  NDD from Above
Mean Mean Mean Mean Mean
Teacher vs System: NDD from  NDDfrom  NDDfrom NDDfrom  NDD from
Mean Mean Mean Mean Mean

Teacher 3-Year-Average Gain in Scale Score Units with
Approximate 95% Confidence Intervals

0 10 20 30 40 50
- T Do + - R -
Math (--leTS-N-----)
Reaaing 3 BN — )
Language N (000 1 AR )
Soc St  (— L S— )
Science (TR AR, | — )

Legend: T = Teacher Gain, L = System (LEA) Mean Gain, S = State Mean Gan. N = Natioral Noree Gain
An asterisk (*) indicates that 2 or more of the above symbols coincide.

The estimated teacher gains presented here are the official TVAAS estimates from the statistical mixed model methodology
which protects each teacher from misleading results caused by random occurrences. Each teacher’s gain is assumed to be
equal to the average gain for the district until the weight of the data pulls the estimate away from the district average.

This year's estimates of previous years' gains may have changed as a result of incorporating the most recent student data.
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Appendix 2: References

For the interested reader, there is a fairly extensive literature pertaining to value-
added assessment. Although no one has yet written an account of mixed model
methodology that is suitable for a general audience, it has been critically examined
by a number of scholars and policy experts.

Perhaps more importantly, value-added assessment has been used successfully in
Tennessee for nearly ten years, and many educators have learned how to interpret
and make use cf + Some schools have used it to identify weaknesses and have, as
a result, made phenomenal gains. Other schoois—notably rural schools and schools
with many disadvantaged students—have been able to show that they are doing a
better job of teaching than had been evidenced by indicators such as expenditures
and the use of the latest educational practices. On the whole, student achievement
in Tennessee has been improving over the years that vaise-added assessment has
been in place.

For a general description see:
J. Archer, “Putting ‘Value Added’ Data to Good Use," Education Week, 5 May 1998.
|- Archer, “Sanders 10!," Education Week, 5 May 1998.

W.L. Sanders and Horn, S. P "The Tennessee Value-Added Assessment System

(TVAAS) Mixed-model Methodology in Educational Assessment,” journal of Personnel
Evaluation in Education, 8, no.t (1994): 299-311.

For an evaluation and policy analysis see:

W. T. Gormley and D.L . Weimer, Organizational Report Cards (Cambridge: Harvard
University Press, 1999)

For a comprehensive technical review see:

R.D. Bock and R, Wolfe, Audit and Review of the Tennessee Value-Added Assessment
System (TVAAS) Preliminary Report, 23 January, 1996. (Available from the Tennessee
Office of Education Accountability, Comptroller of the Treasury, State Capitol,
Nashville, TN 37243-0260)

For sample value-added reports:

Tennessee Department of Education

6th Floor, Andrew johnson Tower

710 James Robertson Parkway

Nashville TN 37243-0375

Phone (615) 741-273 |
http./fwww.state.tn.usfeducation/rptcrd98/restudent htm
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for vaiue-added reports in a consumer-friendly on-fine display:

The Tennessean {Nashvilie)
http:fwaw.tennessean.comfschools/

For technical information regarding value-added analysis and its
implementation

Dr. William Sanders, Director

University of Tennessee Value-Added Research and Assessment Center
225 Morgan Hall, B O. Box 1071

Knoxvitie, TN 37901

Phone (423) 974-7336

Fax (423} 974-7448

wsander2@utk.edu

This paper was campleted with the support of The Foundatecn Engowment.
I Wit. Sanders and 1.C. Ruvers, Cumurouve and Res:dual Effects of Teacrers un Future Student Acadermic Achievement

1996 (Avaiiable from UTVARC, 225 Morgan Hali. PO Box 1071, Knoxville, TN 379G1-1071).

2 Although not currently used for this purcose. vaiue-added ascessment can prov.de an independent and odieCtva
.ndication of the quaity of teachar traming. By aggregating the vaiue-added gans of nowce teachers on a program-
Dy-program basis. state policymakers would be able ta deterrmine which teacher-training programs are dong the
best jcb of equipping teachers with the skills necessary 10 improve student achievement. Gams i learning aggre-
gated by teacher-trainmg instituticn would e a vastly superior indicator of prograrr. quality in comganson to rd--
cators now used. Factors such as admissien requirements, ~ourse offerings, ‘acuity credentals. facimes. ana the
many other program characterisucs now reviewed by state agenc.es are not demonstrably inked to teacher suc-
cess in prodi.aing student achieverment. A value-added indicator of program effectveriess wou'd 2'so be vasty
supertor to the so called “performance-tasea” dicators of teacher effectveness that were recently proposed by
the National Council for the Accrediation of Teacher Education. These in¢'cators include tems such as credits «»
educatonal methocs courses, classroom demonstrations, and scores on tests of pedagog-cal knowviedge For the
most part. they are at best weakly related to the primary ohenomenon of interest. .e. onjectvely measured
student achievement

W L. Sanders, A.M. Saxton, g S.? Horn, “The Tenncssee Value-Added Assessment Svstem. A Quanttat ve,
Outcomes-Based Aporoach o Educationa: Measurement” in Groding Teachers, Grading Schools Is Student
Achievement ¢ Vahd Evcluation Measure? ed lason Miliman (Thousand Qaks, CA- Corver Prese, 1997). 137-162
W/. Webster and R.L. Mendro. "The Dallas Value-Added Azcountabrity Systern” in Grading Teachers. Gradirg
Schools s Student Achicvement ¢ Vald Evalugrion Measure? . 81-99

W.L Sanders AM. Saxton and S P Horn. “The Tennessee Value-Added Assessmerit System A Quarttatwe,
Outcomes-Based Approach to Educaucnal Measurement,” D.A. Harvitie, "Extens:on of tne Gauss-Marecy
Theorem 1o Include the Esturmancn of Randorn Effects.” Annals of Statisucs 4. no.2 (1976€) 384-335 ang
“Max:mum ikelthood Approaches to Vanance Component Estimation and to Related Probiems. fournal of ite
Amenicon Statsiical Asscciation 72 (1977): 320-338: C.R. Henderson. Analysis of Variance in tre Mixed Moge:
Higher Level. Nonhomegerous. and Rancom Regressions.” Biometrics, 38 (1982) 623-64C RA ciear WL
Sanders and WW. Stroup A Unified Approacr to Mixed Linear Models,” American Staustcian 45, ne ! (159"
54-64, H D. Paiterson and R. Thompson, "Reccvery of Interblock Informatior ‘When Block Sizes Are Unequal ~
Biometrikg S8 (1971): 545-554. S.W Rauoenbush 2nd AS Bryk. "Methodologica! Advances = Analyzing the
Effects of Schools and Classrooms on Student ".zzrrg ™ Review of Research in Educotien 15 (1988) 423.479.
W.L. Sanders. A Multivarare Mixed Madel i~ Apphcations of Muxed fiodels in Agriculture ond Relcted Discipires
Southern Cooperative Seres Bulletn No 342 (Baton Rouge. Lours-ana Agricultural Experimient Statiorsj.  35-44
Of technical significarce. value-added estimates of teacher nfluence are derved fraom a muti-vear “layered’ (um-
putatonal mocel and correcied by a “shnnkage esumate * Thece two features substantally “educe the Dossibi ty
of false regative or {alse postve estimates ang ensare that the rewuting indicators of ach everment gan are as exast
as ‘arress will permit

University of Tennessee Value-Adaded Resea: ch and Assessment Center, Graghico! Summary of Educationst fndirgs
frorr. the Tenncssec Value-Added Assessment System (TVAASY, 1995 {Avadibie from UTVARC 225 Morgar —a:.
PC Box 107! Knoxv'ie, TN 3790t 071
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